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Chapter I
Introduction
Behavior m odification i s  a body of s t r a te g ie s  and t a c t i c s  fo r  changing 
behavior p a t te rn s  th a t  has a r isen  ou t o f  applied and basic  labora to ry  
research over the past 75 years  (Kazdln, 1987; O'Leary & O'Leary, 1972). 
The research l i t e r a t u r e  on applied  behavioral techniques began to  grow 
in the l a t e  1950's and ear ly  1960 's, and, almost from the beginning, 
researchers  taugh t behavioral techniques to  ind iv idua ls  who were in 
charge of o r  otherwise c lose to  the person whose behavior was f e l t  to  be 
in need o f  change (Allen, 1982; Gambrill, 1978; O'Leary & O'Leary,
1972). The p as t  two decades have seen a continued increase  in the  
t ra in in g  o f  such indiv iduals  in behavior m odification s k i l l s ,  a p rac t ice  
th a t  Milne (1986) has recen tly  re fe r re d  to  as "giving away behavior 
m odifica tion ."
Prominent in  t h i s  l i t e r a t u r e  are repo rts  on the successful t r a in in g  of 
ind iv idua ls  who must manage serious  behavior problems in  th e i r  
day-to-day a c t i v i t i e s ,  but who are not professional behavior th e r a p i s t s ,  
per s e .  Teachers (Koegel, Russo, & Rincover, 1977), p sy ch ia tr ic  nurses 
(Martin, Kehoe, B ird, Jensen, & Darbyshire, 1971), mental health  workers 
(Panyan, Boozer, & Morris, 1970), and o the rs  in  the human serv ice  
professions (Watson, Gardner, & Sanders, 1971) have been taught to  
implement successful programs of behavior management. Because these 
ind iv idua ls  have received extensive t ra in in g  in human in te ra c t io n  as
1
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p a r t  o f  t h e i r  re spec tive  professional t r a in in g  programs, i t  seems 
reasonable t h a t  they would be able to  acquire  the necessary s k i l l s  to  
implement a successful behavior management program. More e x c it in g ,  
th e re fo re ,  a re  the repo rts  o f  the  successful t r a in in g  in behavior 
management s k i l l s  of ind iv idua ls  who have not had p r io r  t ra in in g  in 
so p h is t ica ted  procedures of human in te ra c t io n .
Parents (Brock & Coufal, 1985), grandparents (Fabry & Reid, 1978), 
and s ib l in g s  o f  ch ild ren  with severe handicaps (Schreibman, O 'N eill ,  
Koegel, 1983) have been taught success fu lly  to  modify the behavior of 
the  ch ild ren  with whom they l i v e .  These demonstrations have been 
p a r t ic u la r ly  encouraging because of the a ss is tan c e  th a t  loved ones can 
provide in teaching th e i r  r e la t iv e s  some o f the s k i l l s  e ssen tia l  to  
leading more normalized l i f e s t y l e s .  They are  a lso  encouraging because 
they in d ic a te  th a t  behavior management s k i l l s  can be acquired by persons 
who are  in  the  most frequent c o n tac t  with the  ind iv idua ls  whose behavior 
i s  in need of change, thereby providing a p o ten tia l  fo r  the g re a te s t  
m e lio ra tive  impact.
Some researchers  have attempted to  extend the  domain of  possib le  
behavior m odifiers  to  include in d iv id u a ls  with handicaps, thereby 
extending the log ic  of providing behavioral s k i l l s  to  those who are  
c lo s e s t  to  th e  u ltim ate  t r a in e e s  (Craighead & M ercatoris , 1972; Wagner & 
S te rn l ic h t ,  1975). One population of ind iv idua ls  with handicaps not 
previously  t ra in e d  as behavior m odifiers  includes adolescents with 
learn ing  and behavioral handicaps. These adolescents generally  lack a 
r e p e r to i re  o f  appropria te  social behaviors, a re  frequently  aggressive, 
withdrawn, and/or immature, and, in a d d it io n ,  have general learn ing  
d i f f i c u l t i e s .  They ty p ic a l ly  re q u ire  a special l iv in g  environment with
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a strong behavior management component.
As s tuden ts  in the C alifo rn ia  educational system, these  adolescents  
are  ty p ic a l ly  labeled  Severely Handicapped (SH). I f  they make con tac t 
with the mental health  system, they a re  l ik e ly  to  receive the  DSM-III 
diagnosis o f  Atypical Pervasive Developmental Disorder. However, 
ch arac te r iz in g  them as adolescents  with learn ing  and behavioral 
handicaps i s  p referred  fo r  the  p resen t in v e s t ig a t io n .  The term comes 
c lo se r  to  iden tify in g  the actual behavior p a tte rn s  o f  the adolescents  
than the educational system 's or the  p sy ch ia tr ic  system 's terms.
Secondly, there  i s  no uniformity across  s ta t e s  in the lab e l in g  system 
fo r  special education s tuden ts ;  o r  do the d i s t r i c t s  in  C a l ifo rn ia  use 
i t s  nomenclature uniformly. Some s tuden ts  in special education ge t 
o ther l a b e l s ,  such as Learning Handicapped (LH). Third ly , not a l l  of 
the adolescents with learn ing  and behavioral handicaps w ill make con tac t 
with the mental health  system, and s ince  p sy c h ia t r i s t s  d i f f e r  in  th e i r  
choice o f  DSM-III c a teg o r ie s ,  i t  i s  not c le a r  how many of the 
adolescents  with learning and behavioral problems would receive  the 
Atypical Pervasive Developmental Disorder d iagnosis.
Several humanitarian reasons recommend study o f adolescents  with 
learning and behavioral problems. They are  e sp ec ia l ly  re f ra c to ry  to  
standard procedures of formal educa tion , so information concerning 
e f fe c t iv e  t ra in in g  procedures would be very helpful in designing 
educational programs fo r  them. Secondly, even though these  adolescents 
have serious  handicaps, they have the  p o ten tia l  to  become p a re n ts .
Thus, t r a in in g  them in behavior management s k i l l s ,  which c o n s t i tu te s  a t  
l e a s t  p a r t  of appropria te  parenting s k i l l ,  seems d es irab le  i f  they are 
expected to  re a r  ch ildren  who themselves w ill  be capable o f  con tr ibu ting
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to  our socia l system. Thirdly , w ith appropria te  t r a in in g  in behavior 
m odification these  adolescents might be helped to  become more employable 
in  in d u s t r ie s  t h a t  re ly  on these  s k i l l s ,  such as c h i ld  ca re .  F in a l ly ,  
the  peers of these  adolescents are  l ik e ly  a lso  to  d isp lay  learn ing  and 
behavioral handicaps because o f  th e  way in  which these  s tuden ts  a re  
grouped in school and in group l iv in g  s i tu a t io n s .  I f  they can be 
t ra in e d  to  use behavior management s t r a t e g i e s  e f f e c t iv e ly ,  they might be 
able to  have a major impact in the  a c q u is i t io n  of appropria te  behavior 
p a t te rn s  by t h e i r  peers.
Another s e t  of reasons fo r  determining whether adolescents  with 
lea rn ing  and behavioral handicaps can be successful behavior m odifiers  
i s  more th e o r e t i c a l ,  and p e r ta in s  to  the concep tualization  of behavior 
m odifica tion  as a complex s e t  of soc ia l  s k i l l s .  As a behavior m odifier 
(or m edia tor) , a person must arrange the circumstances fo r  a le sson , 
provide in s t ru c t io n s ,  prompt d e s i ra b le  responses i f  necessary , ignore 
mild d is ru p tiv e  behaviors, provide feedback, c lose  the  le sson , and 
possib ly  record da ta .  Performing t h i s  s e t  o f  responses i s  made 
e sp e c ia l ly  complicated fo r  the  mediator because each o f the m ed ia to r 's  
responses must be modulated by the  r e la t io n s h ip  o f the  t r a i n e e 's  
behaviors to  ta sk  p ro fic iency . I t  may be p o ss ib le ,  th e re fo re ,  th a t  
in d iv id u a ls  with severe problems o f soc ia l  in te ra c t io n  can no t acquire 
the fu l l  complement of behaviors e s s e n t ia l  to  becoming successful 
m ediators.
In f a c t ,  researchers  have y e t  to  demonstrate th a t  in d iv id u a ls  with 
handicaps can perform a l l  aspects  o f  the  m ed ia to r 's  r o le .  Those 
researchers  who have demonstrated t h a t  in d iv id u a ls  with mental handicaps 
can be t ra in e d  in the ro le  o f  m ed ia to rs ,  have only asked these
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ind iv idua ls  to  perform a few behavior m odification s k i l l s  and the  
s i tu a t io n s  in which the mediators were te s t e d  were re la t iv e ly  
circumscribed (Craighead & M ercatoris , 1973; Wagner & S te rn l lc h t ,  1975). 
Consequently, i t  remains uncertain  t h a t  ind iv idua ls  with learn ing  and 
behavioral handicaps can acquire the  behaviors necessary to  become 
mediators.
Other evidence on th i s  issue comes from the  research conducted on 
socia l s k i l l s  t r a in in g .  Social s k i l l s  t r a in in g  programs designed fo r  
adolescents and a d u lts  with learn ing  and behavioral handicaps 
(G oldstein , Spra tk in , Gershaw, & Klein, 1980; Hazel, Schumaker, Sherman, 
& Sheldon-Wildgen, 1985; Schumaker, Pederson, Hazel, & Meyen, 1983) 
provide d i r e c t  t r a in in g  in some o f  the  behaviors necessary to  become a 
mediator. "How to  ignore undesirable behaviors,"  "how to  p ra ise  
d es irab le  behav iors ,"  and "how to  give in s tru c t io n s"  are  typ ica l  o f  the 
behaviors taugh t by these programs. Success with ind iv idua ls  who are  
learn ing  and behaviorally  handicapped has been reported  fo r  these  
programs (Hazel, Sherman, Schumaker, & Sheldon, 1985; F i l ip czak ,  Archer, 
& Freidman, 1980; Zigmond & Brownlee, 1980), so i t  seems c le a r  t h a t  such 
ind iv idua ls  can acquire a t  l e a s t  some of the su b sk i l l s  necessary to  
becoming a m ediator. Whether adolescents  with learn ing  handicaps and 
severe socia l in te ra c t io n a l  problems can acquire the fu l l  s e t  of 
behavior management s k i l l s  and whether they can Implement them 
c o n s is te n t ly  with th e i r  s tuden ts ' developing p ro f ic ien c ie s  were two of 
the  questions addressed in th i s  in v e s t ig a t io n .
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F in a l ly ,  i t  has been noted widely (Hazel e t  a l . ,  1985) th a t  s k i l l s  
acquired by ind iv idua ls  with learn ing  handicaps do not read ily  
genera lize  to  nontraining s i tu a t io n s .  However, i f  t ra in in g  as a 
mediator i s  to  be a t  a l l  meaningful, the  s k i l l s  must d isp lay  some degree 
o f  g e n e r a l iz a b i l i ty .  Consequently, questions concerning the 
g e n e ra l iz a b i l i ty  o f  mediator s k i l l s  were a lso  addressed.
Statement o f  the  Problem
The princ ipa l question inves t ig a ted  was whether adolescents with 
learn ing  and behavioral handicaps could be taught how to  apply basic  
behavior m odification p rin c ip le s  in teaching preschoolers two d i f f e r e n t  
s k i l l s .  The following, more sp e c i f ic  research questions were 
in ves t iga ted : (a) can adolescents with learn ing  and behavioral handicaps 
be taught to  use behavior m odification procedures to  teach preschoolers 
with learn ing  and behavioral handicaps a simple s k i l l ;  (b) i f  so , can 
these adolescent mediators genera lize  such procedures to  teach the same 
ch ild  a d i f f e r e n t  s k i l l  without b e n e f i t  o f  fu r th e r  t ra in in g ;  and (c) can 
they a lso  genera lize  behavior m odification procedures to  teach one of 
th e i r  peers to  perform a s k i l l  without fu r th e r  t ra in in g  in behavior 
m odifica tion .
Statement of Hypothesis
The following hypotheses were te s te d  in the p resent study: 
Hypothesis I -  Adolescents with learn ing  and behavioral handicaps 
can be taught to  use behavior m odification procedures to  teach a simple 
s k i l l  to  preschoolers with learn ing  and behavioral handicaps.
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Hypothesis II  -  Adolescents with learn ing  and behavioral handicaps 
can genera lize  behavior modification procedures to  teach the  same 
preschooler a d i f f e r e n t  s k i l l  w ithout b e n e f i t  o f  fu r th e r  t ra in in g  in 
behavior m odifica tion .
Hypothesis I I I  -  Adolescents with learn ing  and behavioral handicaps 
can genera lize  behavior m odification procedures to  teach one o f th e i r  
peers to  perform a s k i l l  without b e n e f i t  o f  fu r th e r  t r a in in g  in  behavior 
m odif ica tion .
Relevance to  Leadership
This study provides information allowing community leaders  to  
u t i l i z e  human resources to  the b e s t  advantage of a l l  p a r t ic ip a n ts .  
Appropriately t ra in e d ,  ind iv idua ls  with learning and behavioral 
handicaps may lead independent or semi-independent l i v e s ,  requ iring  le s s  
r e s t r i c t i v e  and le s s  c o s t ly  supportive environments. Their own socia l 
s k i l l s  may a lso  g rea tly  improve. They may be able to  a c t  as 
pa rap ro fess io n a ls ,  a s s i s t a n t  te ach e rs ,  c h i ld  care workers o r  mental 
health  workers. They may a lso  a c t  e f fe c t iv e ly  in t h e i r  ro le  as parents 
of th e i r  own ch ild ren  and paren t surrogates  o f  the ch ild ren  of th e i r  
r e la t iv e s  and f r ie n d s .  I t  i s  a lso  possib le  th a t  in d iv idua ls  with severe 
learn ing  and behavioral handicaps may, in  acquiring behavior management 
s k i l l s ,  be more e f fe c t iv e  supporters o f  the pro-social behaviors of 
t h e i r  a s s o c ia te s .
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D efin ition  o f  Terms
Behavior modification -  Behavior m odification i s  the  system atic  
manipulation o f  environmental events antecedent to  and/or consequent o f  
behavior(s) t h a t  are  to  be changed.
Ignoring -  Ignoring i s  a b r ie f  withdrawal of verbal and physical 
a t te n t io n  given to  a person.
Mediator - A mediator i s  a person who ac ts  as a behavior m odifier 
under the d ire c t io n  o f a professional supervisor (Tharp & Wetzel, 1969; 
Milne, 1986).
Modeling -  Modeling e s ta b l ish e s  new behaviors by having th e  lea rn e r  
observe someone e ls e  perform the behaviors.
Persons with learn ing  and behavioral handicaps -  These in d iv idua ls  
lack a re p e r to i re  o f  appropria te  so c ia l  behaviors in add ition  to  having 
some general learn ing  d i f f i c u l t i e s .  They ty p ic a l ly  requ ire  specia l 
education t h a t  includes a social s k i l l s  t ra in in g  program and a 
curriculum th a t  focuses on functional independent l iv in g  s k i l l s .
Reinforcement - Reinforcement i s  a response consequence th a t  
s trengthens the behavior on which i t  i s  contingent.
Trainee -  A t ra in e e  i s  a person in  the  natural environment whose 
behavior i s  being modified by a mediator (Milne, 1986).
Prompt -  A prompt i s  a stim ulus t h a t  i s  added to  th e  antecedent 
s tim ulus, thereby strengthening the  p ro b a b i l i ty  o f  the required  
response.
C orrective  prompt -  A c o rre c t iv e  prompt i s  giving a speech cue.
In s tru c t io n a l  prompt -  An in s t ru c t io n a l  prompt i s  a c l e a r ,  sp ec if ic  
d irec t io n  fo r  a response ( e .g . ,  "Po in t to  your cheek ." ) .
R e p ro d u c e d  with p e rm iss ion  of  th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
9
Assumptions o f  the Study
1. I t  i s  assumed th a t  the su b jec ts  ( i . e . ,  mediators and tra in e e s )  
chosen a re  r e f l e c t iv e  o f the " learn ing  and behaviorally  handicapped" 
population more genera lly .
2. I t  i s  assumed th a t  the s k i l l s  taugh t the t ra in e e  by the 
mediator a re  appropria te  and in accordance with the  t r a in e e 's  
Ind iv idualized  Educational Program (IEP).
L im itations o f  the Study
1. The r e s u l t s  are  l im ited  to  adolescents  c l a s s i f i e d  as learn ing  
and behav io ra lly  handicapped u n t i l  o th e r  research suggests
g e n e r a l iz a b i l i ty .
2. I t  i s  a sho rt  term study which consequently does not allow fo r  
the  observation  of  any e f f e c t ( s )  due to  th e  treatm ent which occurs over 
time.
3 . The t ra in in g  i s  l im ited  to  a school s e t t in g  so g en e ra l iz a t io n  
to  the  home environment and community more generally  w ill  not be known.
4. The supervisor was an e s ta b l ish e d  p o s i t iv e ly  re in fo rc in g  
indiv idual and has high s ta tu s  with th e  s tudents  a t  t h e i r  school. The 
superv iso r ,  who i s  a lso  the school p r in c ip a l ,  spends a la rg e  p a r t  of 
each day in  p o s i t iv e  in te ra c t io n s  w ith th e  s tuden ts  and i s  r a re ly  looked 
on by the s tuden ts  as the d i s c ip l in a r ia n .  Therefore, i n i t i a l  motivation 
on the p a r t  o f  the s tudents  to  work with the  supervisor was no t an 
is su e .
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C hapter II
Review of L i te ra tu re
Applied behavior an a ly s is ,  or behavior m odification , i s  presumed to  
have emerged in  the 1950's and 1960's as a r e s u l t  o f  a general 
d is s a t i s f a c t io n  with the t r a d i t io n a l  approaches in psychiatry  and 
c l in ic a l  psychology in the  a reas  o f  d iagnosis ,  assessment, and treatm ent 
(Kazdin, 1985). According to  M ille r  (1980), applied  behavior analys is  
i s  "a behavioral science th a t  develops and experimentally analyzes 
p rac tica l  procedures fo r  producing changes in so c ia l ly  s ig n i f ic a n t  
behaviors" (p . 2 ) .  As such, behavior ana lys is  has th ree  important 
a t t r i b u t e s .  F i r s t ,  i t  focuses on what people a c tu a lly  do and/or say, 
t h e i r  o v e r t  behavior(s) r a th e r  than what they are th ink ing  o r fe e l in g .  
Second, i t  analyzes and attempts to  a l t e r  the  environmental in fluences 
on an in d iv id u a l 's  behavior. Third, i t  employs s in g le  sub jec t  designs 
to determine which combinations of environmental fa c to rs  are most 
e f fe c t iv e  in changing behavior.
Watson and Rayner (1920) published what i s  considered the f i r s t  study 
concerning how a ch ild  could acquire  fea rfu l  behavior through 
condition ing . A healthy , eleven-month-old in fa n t  was taught a fea rfu l  
response by being presented with a loud noise each time he touched a 
r a t .  This fe a r  a lso  generalized  to  o ther fu rry  o b je c ts .  Jones (1924) 
expanded the  Watson and Rayner work to  the e lim ination  o f  f e a r s .  He
10
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demonstrated not only the acqu is i t io n  of a normal fe a r  but a lso  the 
deconditioning o f th a t  fe a r .  Despite the success o f  these ea r ly  s tud ie s  
in  providing demonstrations o f  how fea rs  might be acquired and how they 
might be t r e a te d ,  behav io ra lly -o rien ted  treatm ent procedures gained 
l i t t l e  r e s p e c ta b i l i ty  u n ti l  the l a t e  1950's and 1960's. P ra c t i t io n e rs  
saw conditioning therapy as synonymous with " r a t  therapy,"  probably 
because the  procedures were adopted from basic learn ing  research which 
used labora to ry  r a t s  as su b jec ts .  Most c l in ic ia n s  had d i f f i c u l ty  
understanding how i t  could be applied to  solve problems o f human 
concern. Moreover, treatm ent based on psychoanalytic concepts was 
ascendent.
In h is  "Science and Human Behavior," B.F. Skinner (1953) helped the 
f i e ld  of behavior ana lys is  gain prominence by c r i t iq u in g  psychoanalytic 
procedures and reconceptualiz ing learn ing  p r in c ip le s  with im plica tions 
fo r  many human problems. Subsequent s tu d ie s ,  p rim arily  with ch ild ren  as 
su b jec ts ,  revealed t h a t  behavior analys is  could be applied to  solve 
problems o f genuine human concern. Azrin and Lindsley (195S) taught 
children cooperative  behavior. Gewirtz and Baer (1958) showed th a t  an 
a d u l t ' s  re in fo rc in g  power depended on how deprived o r s a t ia te d  a ch ild  
was with ad u l t  a t te n t io n .  Williams (1959) demonstrated th a t  tantrums of 
a 21-month-old c h i ld  could be elim inated merely by ignoring them. 
S im ilar ly , H a rr is ,  Johnston, Kelley and Wolf (1964) used ignoring and 
reinforcement to  decrease a 3 1 /2-year-o ld  c h i l d ' s  inappropria te  
crawling and to  increase  her standing and walking.
A s ig n i f ic a n t  aspect o f  the  s tud ies  conducted by Williams (1959) 
and by Harris e t  a l , (1964) i s  th a t  the researchers  did not a c tu a lly  
carry  out the  in te rven tion  procedures. The c h i ld 's  parents  were
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Will lams' mediators and the teachers  a t  the University o f  Washington's 
Ranier preschool were the  mediators fo r  Harris e t  a l .  H a rr is ,  Wolf and 
t h e i r  a sso c ia te s  published numerous pioneering s tu d ie s  o f  applied  
behavior analys is  by the teachers  a t  the  Ranier preschool (O'Leary & 
O'Leary, 1972; Allen, 1982), providing convincing evidence th a t  teachers 
could be t ra in ed  as e f fe c t iv e  behavior modification m edia tors .
Two o ther major research p ro je c ts  pointing to  the  e ffec t iv en ess  o f  
ind iv idua ls  as mediators were conducted by Ayllon and Azrin (1968) and 
by Lovaas (1967). The "token economy" program of Ayllon and Azrin used 
p o s it iv e  reinforcement to  improve the behaviors o f  in s t i tu t io n a l iz e d  
psychotic p a t ie n t s .  One advantage o f  t h e i r  program was t h a t  i t  could be 
implemented by personnel who were not t ra ined  as p sycho log is ts ,  such as 
nurses, a id e s ,  co rrec t iona l o f f i c e r s ,  and the f r iends  and family members 
of the  ind iv idua ls  receiv ing  th e  se rv ice .  Lovaas and h is  colleagues 
showed th a t  by applying learn ing  procedures to  a u t i s t i c  c h i ld re n ,  th e i r  
s e l f -d e s t ru c t iv e  behavior could be elim inated and they could acquire 
important s k i l l s ,  such as speech, s e l f -h e lp ,  reading, w rit in g  and 
a r i th m e tic .  Lovaas a lso  demonstrated t h a t ,  not only could the behavior 
o f  a u t i s t i c  ch ild ren  be changed, bu t th a t  the behavioral procedures 
could be taught to  parents and u n iv e rs i ty  undergraduates who in turn 
could adm inister the  program to  the  ch ild ren .
The development o f  behavior ana lys is  has been la rg e ly  responsib le  
fo r  the emergence o f  non-professionals  as e f fe c t iv e  behavior change 
agents . Behavior m odification allows fo r  simple, re ad ily  acquired and 
c l i n i c a l l y  e f fe c t iv e  techniques to  be used in a wide v a r ie ty  o f  se t t in g s  
and with important social i s su e s .  Moreover, behavior m odification 
techniques apparently  can be tau g h t to  non-professionals in  re la t iv e ly
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sh o r t  t r a in in g  periods (Milne, 1986).
Research on Non-Professionals as Mediators of Behavior Modification
Since the  ea r ly  research e f f o r t s  o f  H arris  and Wolf, Ayllon and 
Azrin, and Lovaas, several non-professional groups o f  ind iv idua ls  have 
been tra in e d  in the behavioral techniques necessary to  teach persons 
with mental handicaps. The s tra teg y  has been to  teach behavioral s k i l l s  
to  ind iv idua ls  who are c lo se s t  to  those who need to  be t r a in e d .  For 
example, the  following two s tud ie s  concentrated  on the  av a ilab le  adu lts  
as mediators.
Adubato, Adams, and Budd (1981) taugh t a paren t to  t r a in  her spouse 
in the  c h i ld  management techniques ( i . e . ,  the use o f  in s t ru c t io n s ,  
prompts and reinforcement) necessary to  work more e f fe c t iv e ly  with t h e i r  
son who was mentally handicapped. Two m ultip le  base line  designs were 
used. One assessed the  e f f e c t  of supervisor t r a in in g  across two s e ts  o f  
parent responses. This design enabled the  researchers  to  analyze the 
function of c l i n i c  t r a in in g  on the m other's  use o f  ch ild  management 
s k i l l s .  The o ther design assessed two s e ts  o f  t h e i r  c h i ld 's  responses 
in order to  evalua te  the  mother's  t ra in in g  of the  f a th e r .  The paren t 
t ra in in g  r e s u l t s  showed increases in both the r a te s  and s t a b i l i t y  o f  the 
ta rg e t  behaviors (d ress in g ,  e a t in g ,  and toy use) whether t ra in in g  was 
provided by a t h e r a p i s t  ( fo r  the mother) or by a spouse (fo r  the 
f a th e r ) .  Also both parents  showed some s k i l l  g enera liza tion  to  the 
untrained a c t i v i t i e s  (ea ting  and toy use) .
Fabry and Reid (1978), t ra in ed  f iv e  f o s te r  grandparents in giving 
in s t ru c t io n s ,  prompting, modeling and reinforcement in order to  teach 
f ive  ch ild ren  with severe handicaps head and neck s k i l l s ,  reaching
R e p ro d u c e d  with perm iss ion  of th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
14
s k i l l s ,  and manipulating s k i l l s .  A combination m ultip le  b ase line  design 
and reversa l design was used across th ree  subcategories o f  t r a in in g  
behaviors. Grandparents' frequency o f  t ra in in g  th ree  s k i l l  a reas 
increased as the sp ec if ic  t ra in in g  ( i . e . ,  teacher In s t ru c t io n s ,  
modeling, p ra is e ,  and prompts) was implemented 1n the  m ultip le  baseline  
form at.
Other In v es tig a to rs  have attempted to  teach s ib l in g s  or peers how 
to  be successful mediators in  the  t r a in in g  o f  ch ild ren  with handicaps. 
For in s tan ce ,  Weinrott (1974) t r a in e d  eighteen s ib ling-m edia to rs  in  the 
behavioral s k i l l s  o f  p ra is in g ,  ignoring , cueing, prompting, fad ing , and 
pacing. These mediators subsequently used these s k i l l s  to  modify the 
s e l f -h e lp ,  academic, and social s k i l l s  o f  "handicapped" t r a in e e s .  The 
mediators a lso  learned to  analyze behavior according to  the  A-B-C Model 
(Antecedents -  Behavior -  Consequences). In add ition  to  these  s k i l l s ,  
o lde r  s ib l in g s  were a lso  taught s k i l l s  involving schedules o f  
reinforcem ent, backward chain ing , and data  c o l le c t io n .  Unfortunately, 
sub jec tive  impressions and anecdotal information were the only evidence 
used to  evalua te  the s ib l in g  t r a in in g  program, and W ein ro tt 's  re s u l t s  
were reported  in vague terms. For in s tan ce ,  the mediators were 
described as having "improved th e  'q u a l i ty '  of t h e i r  in te ra c t io n s  with 
the  re ta rd a te"  (p . 372). "Quality" had two dimensions: a tendency to  
focus a t te n t io n  upon adaptive behav iors , and a s h i f t  in the  d ire c t io n  o f 
teaching ra th e r  than custodial c a re .  The r e s u l t s  were a lso  reported  not 
to  have generalized  from the t r a in in g  s e t t in g  to  o th e r  s e t t in g s  ( i . e . ,  
home or school).
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In a s im ila r  ve in , Blew, Schwartz and Luce (1985) taught two 
"normal" peers to  teach a u t i s t i c  ch ild ren  functional community s k i l l s  
using commands, prompts, modeling and reinforcements. A m ultip le  
baseline  design across s e t t in g s  was used to  analyze the  e f fe c t s  o f  the 
t ra in in g  with both c h ild ren .  The r e s u l t s  demonstrated t h a t  during 
baseline  and modeling conditions no functional community s k i l l s  were 
acquired. However, d i r e c t  in s t ru c t io n  of the  t ra in e e  by the mediator 
re su lted  in learn ing  and maintenance o f  functional community s k i l l s .
Two o f  the  s tu d ie s  th a t  have successfu lly  demonstrated th a t  
s ib l in g s  or peers can be t ra in ed  to  be e f fe c t iv e  behavior m odifiers are 
e sp ec ia l ly  noteworthy fo r  th e i r  thoroughness. Gladstone and Sherman 
(1975) in s t ru c te d  seven "nonhandicapped" high school s tudents in 
behavior m odifica tion  techniques. Training o f these mediators consis ted  
of videotaped modeling, reh e a rsa l ,  co rrec t iv e  feedback and p ra is e .  
Following th i s  behavioral t r a in in g ,  the mediators were asked to  teach 
one ch ild  with profound mental handicaps to  follow the in s tru c t io n  
"bring b a l l . "  When the mediators were successful in  teaching the ch ild  
th i s  s k i l l ,  they were to  then begin teaching a second ch ild  with 
profound handicaps to  follow the in s t ru c t io n s  " s i t  down" and "come 
here ."  With t h i s  second ch ild  the mediators were given in s tru c t io n s  
describ ing what to  teach the  c h i ld  and the  desired  topography o f  the 
ta rg e t  responses was demonstrated, bu t the mediators were not to ld  how 
to  go about the in s t ru c t io n  and they were given no co rrec t iv e  feedback 
or p ra ise  during the t ra in in g  sess ions . This was done to  examine a 
special aspec t o f  genera liza tion  (Stokes & Baer, 1977): namely, whether 
a person tra in e d  to  apply sp ec if ic  techniques to  teach one ch i ld  a 
p a r t ic u la r  response could, without fu r th e r  t r a in in g ,  apply the same
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techniques to  teach a d i f f e r e n t  c h i ld  a d i f f e r e n t  response.
Gladstone and Sherman (1975) used a m ultip le  base line  design across 
mediators to  v a l id a te  the  e f fec t iv en ess  o f  th e i r  t r a in in g  program. The 
following mediator behaviors were recorded each session fo r  both 
mediators: (a) verbal in s t ru c t io n s ,  (b) reinforcement, (c) physical 
prompts, and (d) use of ignoring. Correct responses and both 
inapp rop ria te  and d is ru p tiv e  behaviors were recorded fo r  each t ra in e e .  
The r e s u l t s  showed th a t  co n s is te n t  and substan tia l changes occurred in 
only two o f the  m ediators ' behaviors: contingent reinforcement and 
verbal in s t ru c t io n s .
Schreibman e t  a l .  (1983) in s tru c te d  th ree  normal s ib l in g s  of 
a u t i s t i c  ch ild ren  in the  use o f  behavior modification p r in c ip le s .  Their 
t ra in in g  appears to  have been even more extensive than th a t  provided by 
Gladstone and Sherman, and consis ted  o f  (a) viewing a videotape which 
discussed reinforcem ent, shaping, chaining, and d is c re te  t r i a l  
techniques, {b) d iscussing  with the  supervisor how behavior modification 
procedures could be applied to  everyday s i tu a t io n s  involving problem 
behaviors, and (c) being given both co rrec t iv e  and p o s i t iv e  feedback 
while they a c tu a l ly  worked with t h e i r  a u t i s t i c  bro ther or s i s t e r .
A m ultip le  baseline  design across s ib l in g  p a irs  was used by 
Schreibman e t  a l .  (1983) to  assess  the  acq u is it io n  and gen era l iza t io n  of 
behavior m odification s k i l l s  by the  s ib l in g s .  The primary measures fo r  
the s ib l in g s  were the c o r re c t  use o f  f iv e  behavioral procedures: (a) use 
of in s t ru c t io n  and question , (b) use o f  prompts, (c) use of shaping,
(d) use of consequences, and (e) use o f  d isc re te  t r i a l s .  Data were 
co l le c te d  during each base line  and t ra in in g  session . Correct responding 
by the a u t i s t i c  ch ildren  were a lso  recorded. Results of t h i s  study
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showed t h a t  a l l  th ree  s ib l in g s  were successful 1n learn ing  the  behavior 
m odification procedures and increasing  t h e i r  a u t i s t i c  s i b l i n g ' s  s k i l l s .  
Schreibman e t  a l .  a lso  conducted an informal social v a l id a t io n  o f  th e i r  
mediator t r a in in g .  The parents  were asked fo r  examples o f  comments the 
s ib l in g s  made about t h e i r  a u t i s t i c  b ro ther o r  s i s t e r ,  both before and 
a f t e r  t r a in in g .  The parents f e l t  the  t ra in in g  produced a p o s i t iv e  s h i f t  
in the s ib l in g s '  ve rb a liza t io n s  about t h e i r  a u t i s t i c  s ib l in g .
Adolescents with Learning and Behavioral Handicaps as Mediators
Some researchers  have attempted to  extend the domain o f  possib le  
mediators to  ind iv idua ls  with handicaps, extending the log ic  o f  
providing behavioral s k i l l s  to  those who are  c lo se s t  to  the  u lt im ate  
t ra in e e s  (Craighead & M ercatoris, 1972; Wagner & S te rn l ic h t ,  1975). As 
w ill be discussed in g rea te r  d e ta i l  below, t h e i r  a ttem pts have been met 
with p a r t i a l  success. These p a r t ia l  successes along with the  successful 
r e s u l t s  o f  such researchers  as Gladstone and Sherman (1975) and 
Schreibman e t  a l . (1983) gave confidence in  pursing t h i s  approach with 
one "handicapped" population not previously  s tudied .
This group includes those adolescents  who lack a re p e r to i re  o f  
appropria te  social behaviors, are frequently  aggressive , withdrawn 
and/or immature and, in  a d d it io n ,  have general learn ing  d i f f i c u l t i e s .  
They ty p ic a l ly  requ ire  special education th a t  includes a socia l s k i l l s  
t ra in in g  program, and they may a lso  requ ire  a special l iv in g  environment 
with a strong behavior management component. Several humanitarian 
reasons recommend study o f t h i s  population. These s tuden ts  are 
esp ec ia l ly  re f ra c to ry  to  standard procedures of formal education . They 
are o ften  excluded from school programs, sometimes with the ra t io n a le
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t h a t  t h e i r  teachers  a re  unable to  provide appropria te  in s t ru c t io n  fo r 
them. Many times th e i r  exclusion involves a "blaming the victim" 
m en ta lity  in  which the s tuden ts  a re  seen as "unmotivated" concerning 
schooling. Consequently, designing a program to  motivate and in s t ru c t  
these  s tuden ts  seems necessary . Secondly, even though they have serious 
handicaps, these  s tudents  neverthe less  have the p o ten tia l  to  become 
p a ren ts .  Thus, t ra in in g  them in  behavior management s k i l l s ,  which 
c o n s t i tu te s  a t  l e a s t  p a r t  o f  app rop ria te  parenting s k i l l s ,  seems 
d e s irab le  i f  they are  to  be expected to  r e a r  ch ild ren  who themselves 
Will be capable of con tr ib u tin g  to  our social system. A th i r d  reason is  
t h a t ,  with appropria te  t r a in in g  in  behavior m odifica tion , these  
ind iv idua ls  might be helped to  become more employable in  in d u s t r ie s  th a t  
re ly  on these  s k i l l s ,  such as c h i ld  care .
Another reason fo r  determining whether adolescents with learn ing  
and behavioral handicaps can be successful mediators p e r ta in s  to  the 
concep tualization  of behavior m odification as a complex s e t  o f  social 
s k i l l s .  The mediator cannot merely in te r a c t  with the  t r a in e e  ou t of 
momentary "impulse." Rather, the  mediator must modulate h is /h e r  
behavior in keeping with the  learn ing  t r a je c to ry  o f  the  t r a in e e .  
Mediators must arrange the  s i tu a t io n  so th a t  the t r a i n e e ' s  a t te n t io n  to  
the  ta sk  i s  optimized. O ff- task  behavior must be sys tem atica lly  
ignored. Ins truc tiona l and o th e r  prompts must be given. Responses o f  
the  t r a in e e  must be evaluated , and c o r re c t  responses must be p ra ised  and 
otherwise re in fo rced . A d d itiona lly , these  mediator a c t i v i t i e s  must be 
timed app rop ria te ly  and they must be sequenced app rop ria te ly  fo r  
t ra in in g  to  be successfu l.  The complexity of the m ed ia to r 's  ro le  is  
problematic because adolescents  with learn ing  and behavior problems are
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noted fo r  t h e i r  soc ia l  s k i l l  d e f ic ien c ie s  (Schumaker e t  a l . ,  1983). 
"Impulsive" behaving i s  frequently  asc ribed  to  them. So, i t  i s  possib le  
th a t  these  soc ia l  s k i l l  d e f i c i t s  would make i t  d i f f i c u l t  i f  not 
impossible fo r  such adolescents to  acquire  th e  so p h is t ica t io n  necessary 
to  be a m ediator. I f ,  indeed, they cannot acquire  the  fu l l  complement 
of s k i l l s ,  i t  would be esp ec ia lly  important to  learn  whether i t  was a 
p a r t ic u la r  s k i l l ,  the  timing of i t s  d isp la y ,  o r  the e n t i r e  in s tru c tio n a l  
sequence th a t  proved too d i f f i c u l t  fo r  these  ado lescen ts .
Although adolescents  with learn ing  and behavior problems often  have 
serious socia l s k i l l  d e f i c i t s ,  the re  i s  evidence th a t  a t  l e a s t  some of 
these problems can be remediated by socia l s k i l l s  t r a in in g  (Perry & 
Cerreto, 1977; Goldstein e t  a l . ,  1980; Andrasik & Matson, 1985). For 
example, Perry & Cerreto (1977) randomly assigned t h i r t y  s t a t e  hospita l 
res iden ts  with mental handicaps to  each o f th re e  10-member social s k i l l s  
treatm ent groups, a s tru c tu red  learn ing  group, a d iscussion  group, and a 
no-treatment group. S tructured  learn ing  procedures involved videotaped 
p resen ta tion  of a v ig n e tte  to  a small group of le a rn e rs  during which 
appropria te  socia l behaviors were modeled. The ta rg e t  behaviors were 
mealtime behavior, and informal social behaviors with peers th a t  were 
appropria te  fo r  a l iv in g  room s e t t in g .  The r e s u l t s  of observations a t  
mealtime showed t h a t  e ig h t  o f  the  in d iv id u a ls  in  the  s tru c tu red  learn ing  
group changed in a p o s i t iv e  d ire c t io n ;  f iv e  o f  ten changed p o s i t iv e ly  in 
the  d iscussion  group; and only two o f the  no-treatm ent group had 
pos it ive  change sco res . The r e s u l t s  o f  a s t ru c tu red  ro le  play t e s t  
showed th a t  nine o f  ten members in the  s t ru c tu re d  learn ing  and the  
discussion groups changed p o s i t iv e ly ,  while only four o f  the ten changed 
p o s i t iv e ly  in  the  no-treatm ent group. The r e s u l t s  o f  counselor ra t in g s
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showed no s ig n i f ic a n t  d i f fe ren c es .  In summary, these h o sp ita l ized  
ind iv idua ls  did show improvement in socia l s k i l l s  with t r a in in g ,  and the 
s t ru c tu re d  learn ing  approach was more e f fe c t iv e  in remediating the 
mealtime behaviors and informal socia l behaviors.
There a re  several successful t r a in in g  programs c u rre n t ly  av a ilab le  
th a t  are  designed to teach d i r e c t ly  one o r  more of the socia l  s k i l l s  
involved in be irg  a m ediator. For example, the  "Asset Program" (Hazel 
e t  a l . ,  1981) teaches "how to  give p o s i t iv e  feedback." "Skillstream ing 
the Adolescent" (Goldstein e t  a l . ,  1980) teaches "how to  give 
in s t ru c t io n s ."  The "Walker Social S k i l l s  Curriculum" (Walker e t  a l . ,  
1983) teaches "complimenting" and " ignoring ."  These programs have 
reported  success; however, no tice  t h a t  they only addresss a lim ited  
number o f  the  s k i l l s  necessary to  become a behavior m odif ier . 
Furthermore, none of the cu rren tly  av a ilab le  social s k i l l s  programs 
teaches how to  perform an e n t i r e  in s tru c t io n a l  sequence. Consequently, 
t h i s  in v es t ig a t io n  was conducted, in p a r t ,  to  determine whether 
ado lesen ts  with learn ing  and behavioral handicaps, could acquire the 
fu l l  s e t  of behavior management s k i l l s  and then implement them 
c o n s is te n t ly  with t h e i r  t r a in e e s '  developing p ro f ic ie n c ie s .
Extending the Role o f  Persons with Learning and Behavioral Handicaps as 
Mediators
In th e i r  review of the ro le  of ind iv idua ls  with mental handicaps as 
behavior m odif iers ,  Craighead and Mercatoris (1973) concluded th a t  i t  
has been, a t  most, l im ited .  Four examples o f  the s tu d ie s  reviewed by 
these  authors i l l u s t r a t e  the  f lav o r  o f  th e i r  contention .
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T errell  and Stevenson (1965) showed th a t  twenty-six ch ildren  with 
mental handicaps could serve as re in fo rc in g  agents fo r  o ther ch ildren  
with mental handicaps using a group design. The mediator ch i ld  was 
in s truc ted  to  read a statement of p ra ise  when a window l i t  up s ignaling  
th a t  the t r a in e e  had successfu lly  dropped a marble in to  a s l o t  of the 
apparatus. The data showed th a t  the  m edia tor 's  statements had the  
e f f e c t  o f  inc reas ing  successful marble dropping. However, the s e t t in g  
in which the mediator was taught how to  re in fo rce  was highly s tru c tu red ,  
and no information was presented to  in d ica te  th a t  the mediator was able 
to re in fo rce  the t r a i n e e ' s  behavior in the absence of the s t ru c tu re .
Nor were these  mediators required to  perform any behavior management 
s k i l l s  o ther than p ra is ing  c o rre c t  responses.
Wiesen and Watson (1967) attempted to  teach s ix  children with 
mental handicaps to  re in fo rce  the social in te ra c t io n s  of t ra in e es  with 
mental handicaps using a case study model. The mediators were taught to  
give an M & M to  ta rg e ted  t ra in ee  ch ild ren  when the t ra in e es  in te rac ted  
appropria te ly  with the  mediators in a f ree  play s e t t in g .  The re s u l t s  
showed a dramatic decrease in the r a te  o f  inappropria te  social 
in te ra c t io n .  However, t h i s  r e s u l t  cannot be a t t r ib u te d  unequivocally to 
the de livery  of M & M's, because concurrently  with these mediator 
a c t i v i t i e s ,  the  s t a f f  members administered aversive consequences 
contingent upon inappropria te  in te ra c t io n s .  Consequently, the Wiesen 
and Watson in v e s t ig a t io n  f a i l s  to  t e l l  whether ch ild ren  with mental 
handicaps can even a c t  in the l im ited  ro le  o f  r e in fo rc e rs .  Sim ilar 
d i f f i c u l t i e s  e x i s t  with a se r ie s  o f  th ree  case s tud ies  reported by 
Kazdin (1971), who reported  on the successful t ra in in g  o f two c l ie n ts  
with handicaps to  adm inister reinforcement to  o ther c l i e n t s .
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Unfortunately, Kazdin's re p o r t  provides only a b r ie f  d e sc r ip t io n  of h is  
procedures and he presented no d a ta .  Successful or n o t ,  Kazdin's 
c l i e n t s  played only a l im ited  ro le .
In add ition  to  t h e i r  review o f  p r io r  resea rch , Craighead and 
M ercatoris (1973) a lso  reported  on th e i r  own study o f  four women with 
mild to  moderate handicaps, who were tra in e d  to  observe and record 
behaviors o f  o th e r  persons with mental handicaps. The r e l i a b i l i t y  
achieved by these  observers ranged from 74% to  100%, in d ic a t in g  th a t  
they became adequate observers . Whether they could have performed any 
of the  o ther behavior management s k i l l s ,  however, was not evalua ted .
Since the  Craighead and M ercatoris review, only a s in g le  study has 
been reported  on the use of ind iv id u a ls  with mental handicaps as 
mediators (see Andrasik & Matson, 1985, fo r  a recen t review concerning 
social s k i l l s  t ra in in g  fo r  the "mentally re ta rd ed ") .  Wagner and 
S te rn l ic h t  (1975) tra in e d  ten  ado lescen ts  with mental handicaps to  teach 
o ther ch ild ren  with mental handicaps both dressing and ea ting  s k i l l s  
using a group design. The authors reported  success in  terms o f  the 
following measures: (a) the  t ra in e e s  made p o s i t iv e  gains in  t h e i r  ea ting  
and dressing s k i l l s ,  and (b) the mediators showed a decrease in 
maladaptive behaviors.
Missing from the Wagner and S te rn l ic h t  (1975) re p o r t  are 
observational data  concerning the  m ediators ' teaching p ra c t ic e s .  
Consequently, even though the  t r a in e e s  learned new behaviors when they 
worked with the  mediators i t  cannot be determined what, i f  any, behavior 
management procedures produced these  e f f e c t s .  Two o ther  problems with 
the  Wagner and S te rn l ic h t  procedure make t h e i r  r e s u l t s  dubious. F i r s t ,  
the two professional supervisors remained in  the room with the  mediators
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a t  a l l  t im es , "providing in s t ru c t io n  and support."  The resea rchers  
re p o r t  t h a t  t h i s  was mainly to  prevent the mediators from " inadverten tly  
re in fo rc in g  negative behavior ex h ib ited  by th e i r  t ra in e es"  (p. 676).
They s t a t e  th a t  independence was "encouraged," but they do not re p o r t  
j u s t  how Independently the mediators were able to  func tion . Also, the 
le s s  p ro f ic ie n t ,  l e s s  confiden t mediators were a s s is te d  by mediators who 
the researchers  f e l t  were ab le  to  function  "independently in  t h e i r  
ro le s ."  These concerns make i t  d i f f i c u l t  to  determine i f  the  mediators 
(or how many of the  mediators) could teach , and, i f  so, by what means.
What Craighead and M ercatoris (1973) and Wagner and S te r n l ic h t  
(1975) d id  not address i s  what c o n s t i tu te s  an "extensive ro le"  as a 
mediator. Put another way, i t  i s  easy to  agree with them th a t  
in d iv idua ls  with mental handicaps have played l im ited  ro le s  as  behavior 
m odifiers , because the  authors who have been careful to  describe  j u s t  
what t h e i r  mediators did had them perform only a s ing le  ta sk ,  such as 
adm inister a re in fo rc e r .  As d iscussed above, however, behavior 
m odification i s  a very complex socia l s k i l l ,  and merely performing one 
aspect of i t  necessa r ily  c o n s t i tu te s  playing a lim ited  r o le .  On the 
o ther hand, providing a c h a ra c te r iz a t io n  of the complexity o f  behavior 
m odification ag a in s t  which to  determine how extensive a ro le  mediators 
can play i s  not an easy assignment. Two methods appear to  be av a ilab le  
fo r  t h i s  purpose.
The most common method fo r  determining the  s k i l l s  th a t  mediators 
are to  use involves construc ting  a l i s t  o f  the  in te rven tion  s t r a te g ie s  
th a t  behavior modifiers ty p ic a l ly  use. M ilne 's (1986) recen t  review of 
the t r a in in g  of p a ren ts ,  te ach e rs ,  and nurses as mediators revea ls  th a t  
th i s  method has been used exc lus ive ly  in those research a re a s .  The
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method 1s i l l u s t r a t e d  ex ce l le n t ly  in the  recen t  study by Schreibman e t  
a l . (1983) d iscussed above. To r e i t e r a t e ,  normal s ib l in g s  of a u t i s t i c  
ch ild ren  were taught to  use the  following behavior m odification 
techniques: (a) in s tru c t io n s  and questions , (b) prompting, (c) shaping, 
and (d) response consequences. The s p e c if ic  behaviors taught as 
prompts, fo r  example, were not given in the  re p o r t .  However, the  
following c r i t e r i a  were reported  fo r  the  performance o f  prompts: (a)
"The prompt must be e f fe c t iv e ;  th a t  i s ,  i t  must evoke a c o r re c t  
response ,"  and (b) "The prompt should be faded (as the  teaching 
s i tu a t io n  advances)." These a re  generally-accepted  c h a r a c te r i s t i c s  o f  
prompts (Gambrill, 1978), and the  r a t e r s  r e l ia b ly  coded whether o r  not 
the  mediators used prompts given these  c r i t e r i a .  However, a g re a te r  
s p e c if ic a t io n  o f  actual mediator behaviors i s  p o ss ib le ,  and a second way 
to  ch a rac te r iz e  the  behavior m odification s k i l l s  a mediator i s  to  use 
seems to  lend i t s e l f  to  g rea te r  sp e c i f ic a t io n .
The second method for determining s k i l l s  mediators are  to  use 
involves a model of how the mediator should teach the  ta sk .  This 
s tra teg y  d i f f e r s  from the  more common one as used by Schreibman e t  a l . 
(1983) in which mediators a re  tau g h t behavioral s t r a t e g i e s ,  bu t not 
necessa r i ly  the  optimal way to  teach a p a r t i c u la r  s k i l l  o r type o f  
s k i l l .  P o te n t ia l ly ,  a t  l e a s t ,  a model o f  how to  teach the s k i l l  enables 
g re a te r  sp ec if ic a t io n  o f  mediator behaviors than the  " l i s t "  method 
because i t  sp e c if ie s  when and under what conditions of the  ta sk  th a t  
mediator behaviors should occur. I t  a lso  provides d e f in i t io n  th a t  
cannot be provided by the " l i s t "  method: the  model sp e c i f ie s  the
sequence in  which mediator behaviors should occur. As such, a model of 
how th e  s k i l l  should be taught informs the  t ra in in g  o f  mediators and i t
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guides the  a n a ly s is  o f  t h e i r  teaching a c t i v i t i e s .  Such a model was 
developed by Whalen and Henker (1971) in  t h e i r  work on the  t ra in in g  of 
in p a t ie n ts  with mental handicaps, bu t i t  was not used by them to  
evaluate the  r e s u l t s  of t h e i r  t r a in in g .
The p re sen t  in v es t ig a t io n  motivated the development o f  a s im ila r ,  
but s t i l l  p r im itiv e  model t h a t  i s  presented in Figure 1. The model i s  
c le a r ly  not appropria te  to  the  teaching  o f a l l  s k i l l s ,  bu t i t  seems 
applicable  to  the  teaching o f  the s k i l l s  s tudied  in t h i s  in v es t ig a t io n ,  
including a c l a s s i f i c a t io n  s k i l l  in  which the  t ra in e e  placed small cards 
in to  bins according to  t h e i r  conceptual category, and an id e n t i f ic a t io n  
s k i l l  in  which the  t ra in e e  pointed to  h is /h e r  own body p a r ts  as they 
were named. In order to  accommodate the  teaching o f both s k i l l s ,  the 
model i s  presented in  a more general form than i t  might be i f  i t  was 
designed to  apply to  the teaching of only one o f  the s k i l l s .
Roughly speaking, then , the model s t a r t s  with an occasion fo r  
in s t ru c t io n .  That i s ,  the re  e x is t s  a t ra in e e  who has a s k i l l  to  be 
learned . This determined, the  mediator must f i r s t  evalua te  i f  the re  is  
an "opportunity to  in s t r u c t , "  meaning th a t  the m a te r ia ls  are ready and 
the t r a in e e  i s  both a t te n t iv e  and ab le  to  perform the necessary, 
ta sk - re la te d  responses. I f  the answer to  t h i s  evaluation  i s  "yes," the 
mediator i s  to  give an " in s tru c t io n a l  prompt" within two seconds. I f  
th i s  prompt i s  successfu l,  t h a t  i s ,  i f  the  t ra in e e  performs the  c o r re c t  
response, the mediator i s  to  p ra ise  the  tra in e e  fo r  the  response within 
two seconds. I f  the re  i s  time remaining in the sess ion , the  mediator 
s t a r t s  the  in s t ru c t io n a l  cycle  once more with another in s tru c t io n a l  
prompt. This might be c a l le d  the "successful t r i a l  loop."
The " co r rec t iv e  prompt loop" a lso  begins with an in s tru c t io n a l
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prompt. However, i f  the t r a in e e  makes a ta sk - re lev a n t  response th a t  i s  
in c o r re c t ,  or i f ,  a f t e r  th ree  seconds, the  t ra in e e  has s t i l l  no t 
attempted to  respond, the mediator i s  to  give the  t r a in e e  a "co rrec tive  
prompt," which i s  to  be a s tatem ent t h a t  i s  not to  include a r e i t e r a t io n  
o f  the  in s t ru c t io n a l  prompt. I f  the  t r a i n e e ' s  response i s  c o r r e c t ,  the 
model in d ica te s  th a t  the t r i a l  should end in the same manner as the 
"successful t r i a l  loop." The "physical prompt loop" i s  i n i t i a t e d  i f ,  
a f t e r  a c o rre c t iv e  prompt, the t r a in e e  performs a response th a t  i s  s t i l l  
in c o r re c t ,  or th re e  seconds e lapses  w ithout a response. The physical 
prompt i s  designed to  ensure a c o r re c t  response by the t r a in e e .
Following the  c o r re c t  answer, a p o s i t iv e  statement i s  to  be administered 
by the  mediator j u s t  as in the "successful t r i a l  loop" and in  the  
"co rrec tiv e  prompt loop."  At t h i s  p o in t  i f  time i s  up, the  session  is  
ended; i f  n o t ,  another in s tru c t io n a l  prompt i s  to  be given.
An "ignore loop" i s  entered i f  the  answer i s  "no" to  the  
"opportunity to  in s t r u c t , "  in d ic a t in g  th a t  the t ra in ee  i s  "o ff  ta sk ."  
Ignoring i s  to  continue so long as the  t ra in e e  remains o f f  ta sk  but is  
not d e s t ru c t iv e .  The supervisor i s  to  in tervene i f  the t ra in e e  becomes 
d e s tru c t iv e  o r  a ssa u l t iv e .  When th e  "ignore loop" i s  e x i te d ,  
in s tru c t io n  proceeds according to  whichever in s tru c t io n a l  loop i s  
app rop ria te .  F in a l ly ,  i t  should be noted t h a t  placement o f  the "ignore 
loop" in the model as presented in Figure 1 may be m isleading.
A ctually , the  mediator must be t r a in e d  to  monitor continuously whether 
the t ra in e e  i s  a t t e n t iv e .
One o f  the  m erits  of t h i s  in s tru c t io n a l  model i s  t h a t  i t  allows fo r  
a d e f in i t io n  o f  mediator response o p p o r tu n i t ie s .  I t  enables r a t e r s  to  
determine, fo r  example, when a "co rrec t iv e  prompt" should occur.
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Consequently, co rrec t iv e  prompts t h a t  a c tu a l ly  occur can be evaluated in 
terms o f  occasions when prompts should have occurred and occasions when 
prompts should not have occurred. This has the  e f f e c t  o f  f ree ing  the 
study o f  mediator prompted from the t r a in e e 's  subsequent behaviors, 
which a re  an important c r i t e r io n  fo r  scoring prompts in  the Schreibman 
e t  a l . (1983) study. S im ilar ly , because the  model sp e c if ie s  how an 
in s t ru c t io n  sequence should be performed, an analysis  o f  the m ed ia to r 's  
a b i l i t y  can be made independently o f  the  r a te  a t  which the t ra in e e  
acquires  the  s k i l l .  Previous re sea rchers  have t o t a l l y  neglected the 
study of e n t i r e  in s tru c t io n a l  sequences, which seems to  be the one 
aspec t o f  mediator a c t i v i t i e s  t h a t  i s  a t  the h ear t  o f  the  view th a t  
behavior modification is  a complex socia l s k i l l .
Generalization o f  Behavior Modification S k i l ls
Stokes and Baer (1977) define gen era l iza t io n  as the occurrence of 
re lev an t  behavior under d i f f e r e n t ,  nontrain ing  cond itions . At i s su e ,  in 
o ther words, is  whether the behavior occurs across d i f f e r e n t  su b jec ts ,  
d i f f e r e n t  s e t t in g s ,  d i f f e r e n t  people , d i f f e r e n t  behaviors, and/or 
d i f f e r e n t  times. Generalization i s  sa id  to  have occurred only i f  the re  
has been no e x tra tra in in g  m anipulations or e x tra t ra in in g  changes. 
However, i f  e x tra tra in in g  manipulations are  necessary, they must c le a r ly  
be l e s s  than th a t  o f  the d i r e c t  in te rv en tio n  fo r  genera liza tion  to  have 
said to  have occurred.
Several researchers have been in te re s te d  in determining whether or 
not the behavior modification procedures previously taugh t to  mediators 
would generalize  beyond the  t r a in in g  cond itions . Three s tud ies  have 
demonstrated genera liza tion  across  persons and behaviors, although none
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of these  has Involved handicapped Ind iv iduals  as m ediators. For 
example, Gladstone and Sherman (1975) demonstrated th a t  
"non-handicapped" high school s tuden ts  had e s ta b l ish e d  a re p e r to ire  of 
behavioral techniques s u f f ic ie n t ly  general so t h a t ,  without b en e f i t  of 
fu r th e r  t r a in in g ,  they could teach a second c h i ld  with mental handicaps 
to  follow d i f f e r e n t  in s t ru c t io n s .  Koegel, Glahn, and Nieminen (1978) 
showed t h a t  when paren ts  were taugh t the use o f general behavior 
m odification procedures they were able to  teach new ch ild ren  and new 
t a r g e t  behav iors . Koegel e t  a l . (1977) demonstrated th a t  a f t e r  t ra in in g  
in behavior m odif ica tion , teachers  c o rre c t ly  used these procedures to 
t r a i n  new t a r g e t  behaviors as well as new ch ild ren .
Researchers in te re s te d  in studying in d iv idua ls  with mental 
handicaps as mediators have fa i le d  to  eva lua te  the g e n e ra l iz a b i l i ty  
(Hazel e t  a l . ,  1985; Schumaker & E l l i s ,  1982; Deshler, Alley, Warner & 
Schumaker, 1981), the  present in v es t ig a t io n  was designed to  evaluate the 
e x ten t  to  which the behavior m odification s k i l l s  acquired by the 
mediators generalized  to  the t ra in in g  o f new s k i l l s ,  and to  the tra in in g  
o f another t r a in e e .
Design Issues
Most o f  the  research  on the  t r a in in g  of mediators has r e l ie d  on 
s in g le -su b je c t  research designs (Herson & Barlow, 1976; Johnson & 
Pennypacker, 1980), most notably the m u lt ip le -b ase l in e  design. 
M ultip le -base line  designs involve system atica lly  applying an independent 
v a r iab le  f i r s t  to  one t a r g e t ,  then to  ano ther ,  and another, and so on to 
determine whether th e re  are  changes in th e  t a r g e t  th a t  are  co rre la ted  
with the time a t  which the independent v a r iab le  was applied . Targets
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may be d i f f e r e n t  responses o f  a s in g le  person ( c f .  Adubato e t  a l . ,
1981), d i f f e r e n t  contexts  In which the behavior might occur (Weinrott, 
1974), or d i f f e r e n t  persons (Schreibman e t  a l . ,  1983). In each case , 
the design allows the experimenter to  ru le  ou t the ro le  o f  extraneous 
v ar iab les  th a t  may be c o rre la ted  in time with the  app lica tion  of the 
independent v a r iab le  (Herson & Barlow, 1976; Johnson & Pennypacker,
1980).
The m u ltip le -b ase l in e  design is  the s in g le -su b jec ts  design of 
choice in research on the t ra in in g  o f mediators because the e f f e c t  of 
t h e i r  t ra in in g  i s  an tic ip a ted  to  be r e la t iv e ly  permanent. That i s ,  
because there  i s  no t l ik e ly  to  be a r e v e r s a b i l i ty  o f  mediator behaviors 
in the absence of t ra in in g  once t ra in in g  i s  given, a reversa l (or ABAB) 
design i s  not s u i ta b le .
Summary
Research on t ra in in g  mediators in behavior modification p rinc ip les  
s t i l l  remains l im ited .  There are  bu t a handful o f  s tu d ie s  involving the 
tra in in g  of ind iv idua ls  with mental handicaps as mediators. As 
previously argued, adolescents with learn ing  and behavioral handicaps 
are an untapped resource th a t  needs to  be in v es t ig a ted .  Successful 
r e s u l t s  of the  research conducted in  t h i s  a rea  so f a r  suggested pursuing 
t ra in in g  adolescents  with mental handicaps in behavior modification 
p r in c ip le s .  This t ra in in g  w ill be e sp e c ia l ly  in te re s t in g  i f  i t  
demonstrates th a t  persons with mental handicaps can play an extended 
ro le  as behavior m odif iers . F in a l ly ,  i t  was seen as e sse n t ia l  to 
evaluate the g e n e ra l iz a b i l i ty  of behavioral s k i l l s  a c tu a lly  acquired by 
the mediators.
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Chapter I I I
Research Design and Methodology
Subjects
M ediators. Three adolescents  were re c ru i te d  from the 24 s tuden ts  
a ttend ing  a nonpublic, special education school th a t  c o n trac ts  with i t s  
local school d i s t r i c t s  to  provide educational programs and r e la te d  
se rv ices  pursuant to  Public Law 94:142. In the  C a lifo rn ia  educational 
system these s tudents  would ty p ic a l ly  although not nece ssa r i ly  be given 
Severely Handicapped (SH) l a b e l s .  When these  s tudents  make co n tac t  with 
the mental health  system, t h e i r  DSM-III diagnosis would most l ik e ly  be 
Atypical Pervasive Development Disorder.
The adolescents in  attendance a t  t h i s  school can be described as 
having the  following general c h a r a c t e r i s t i c s :  (a) They do no t,  a t  f i r s t  
g lance, appear to  be persons who are ty p ic a l ly  thought o f  as being 
handicapped. One must observe t h e i r  in te ra c t io n s  with o the rs  or 
a c tu a lly  in te r a c t  with them to  recognize t h e i r  in te l le c tu a l  l im i ta t io n s  
and/or t h e i r  in te ra c t io n a l  excesses and d e f i c i t s ,  (b) They are  
su b s ta n t ia l ly  below t h e i r  age-mates in  academic s k i l l s ,  in general 
knowledge, and in  th e i r  f a c i l i t y  with the  semantic and pragmatic aspects  
of the language, (c) They do tend to  follow simple d ire c t io n s  and very 
few are  noncompliant as defined by Englemann and Colvin (1984). They 
are  a lso  responsive to  d i r e c t  in s t ru c t io n  (Becker, 1986). (d) They have
d i f f i c u l ty  obta in ing  and m aintaining f r ien d sh ip s .  They tend to
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p a r t ic ip a te  in  t r a n s ie n t  a l l ia n c e s  fo r  r e l a t iv e ly  momentary kinds o f  
issues  ( e .g . ,  one s tudent may have an audio tape th a t  another s tuden t 
d e s ire s  to  h ea r ) .  Rarely, i f  e v e r ,  do they compliment o the r  people or 
make a p o s i t iv e  se lf -s ta te m e n t .  As such, they a re  considered to  have a 
low se lf -e s teem , (e) They do tend to  be somewhat s t re e tw ise ;  however, 
they have a tendency to  become follow ers or v ic tim s, ( f )  These 
adolescents  are  known to  have been aggressive to  au th o ri ty  f ig u re s  and 
to  th e i r  peers ,  and they d isp lay  an e sp e c ia l ly  high frequency of 
inappropria te  v e rb a l iz a t io n s ,  th r e a t s  and o the r  a n t i - so c ia l  behaviors.
(g) F in a l ly ,  these  adolesents a lso  lack p e rs is te n c e ,  tending to  give up 
on a ta sk  a t  e a r ly  signs o f  d i f f i c u l t y .
The th ree  adolescents chosen fo r  t r a in in g  as mediators were among 
those s tu d en ts  who had shown an i n t e r e s t  in  working with younger 
c h i ld ren ,  had a record of attendance t h a t  suggested they could be worked 
with r e l i a b ly ,  and presented no se r io u s  problems of noncompllance.
Mediator #1 was a 15.6 y ear -o ld  black female who was functioning  
academically a t  approximately the  th ird -g rad e  le v e l .  She had a h is to ry  
of aggressive behaviors, so t h a t ,  in the  four years  p r io r  to  t h i s  study, 
Mediator #1 had attended several schools in her school d i s t r i c t .  She 
continuously received r e f e r r a l s  and suspensions for aggressive behaviors 
towards her peers and te ach e rs ,  and, as a r e s u l t ,  she had come to  be 
en ro lled  in the  nonpublic school. This occurred approximately s ix  
months p r io r  to  the  p resent in v e s t ig a t io n .
Mediator #2 was a 16.3 y e a r -o ld  white male who was functioning 
academically a t  approximately the  t h i r d -  to  fourth-grade l e v e l ,  and who 
had a h is to ry  o f  aggressive behaviors. Mediator #2 had been in  and out 
o f  24-hour school/hospita l s e t t in g s  which serve ch ild ren  and adolescents
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with severe learn ing  and behavioral handicaps. He was l a s t  discharged 
from a 24-hour school/hospita l s e t t in g  approximately th ree  months before 
the  p resen t study and had been a ttend ing  the  nonpublic school since th a t  
time.
Mediator #3 was a 16.5 year-o ld  Spanish/English b ilingual male who 
was functioning academically a t  approximately the  f i r s t  to  second grade 
le v e l .  Mediator #3 had a h is to ry  of immature, impulsive, aggressive 
behaviors and he displayed inappropria te  sexual behaviors. He a lso  had 
severe communication d i f f i c u l t i e s .  He had been a ttend ing  the nonpublic 
school fo r  approximately one year p r io r  to  t h i s  s tudy .
T ra inees . Three preschoolers with learn ing  and behavioral 
handicaps were se lec ted  from a possib le  eleven s tuden ts  a ttending the 
same nonpublic school as the ado lescen ts . These preschoolers were 
se lec ted  to  work with the  mediators because the ta sk s  were appropriate 
fo r  th e i r  developmental leve ls  and they attended school re g u la r ly .
These s tuden ts  displayed a v a r ie ty  o f  developmental delays, e spec ia lly  
in  a t ten t io n  to  task  and in language s k i l l s .  They a lso  had several 
s o c ia l - in te r a c t io n a l  problems, including th e  tendency to  tantrum when 
t h e i r  requests  were not met.
Trainee #1 was a 6.7 year-o ld  g i r l  who had s ig n i f ic a n t  delays in 
communication and in gross-motor and fine-motor s k i l l s .  She was 
functioning a t  approximately the th ree -  to  four-year-o ld  level in most 
s k i l l s ,  and a t  approximately the two-year-old level in  communication. 
Trainee #1 displayed noncompliant, r e s i s t i v e  behaviors ( e .g . ,  refusing 
to  do her work, leaving cha ir  and work a re a ,  and whining), e spec ia lly  
with new in s t r u c to r s .  She had been attend ing  the  nonpublic school fo r  
13 months p r io r  to  the study. Trainee #1 was assigned to  Mediator #1.
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Trainee #2 was a 4.11 year-o ld  boy who was functioning  a t  the 
th ree -year-o ld  level in  most a reas .  His primary language was Spanish, 
bu t h is  severe language delays occurred both in Spanish and English. 
Trainee #2 was e a s i ly  d is t r a c te d  and had d i f f i c u l ty  g e t t in g  along with 
h is  peers. He o ften  h i t  h is  classmates and/or grabbed th ings  away from 
them. Trainee #2 had been attend ing  the  nonpublic school fo r 
approximately four months p r io r  to  t h i s  study. Trainee #2 was assigned 
to  Mediator #2.
Trainee #3 was a 6 .5  y ear-o ld  boy who was functioning a t  about the 
th ree -  to  fo u r-y ea r-o ld  l e v e l .  He had p a r t ic u la r  d i f f i c u l ty  in language 
development and was a lso  highly d i s t r a c t i b l e .  Trainee #3 engaged in 
numerous in app rop ria te  a c t i v i t i e s  as a way of g e t t in g  a t te n t io n  from his 
peers and teachers  ( e . g . ,  pounding on the ta b le ,  w rit in g  on the w alls ,  
h i t t i n g ,  and throwing himself or m a te r ia ls  on the  f lo o r ) .  Trainee #3 
was assigned to  Mediator #3.
Three ado lescen t peers were chosen who had not previously 
p a r t ic ip a te d  in  the  socia l s k i l l s  game th a t  was se lec ted  to  evaluate 
peer g e n e ra l iz a t io n .  Mediator #1 was assigned to  Peer #1, Mediator #2 
was assigned to  Peer #2, and Mediator #3 was assigned to  Peer #3.
Supervisor. The supervisor of t ra in in g  was the in v e s t ig a to r .  She 
had previous experience with ch ild ren  who have handicaps both as a 
special education teacher and as a school counselor. She was the 
Program D irector o f  the nonpublic school where the  study took place, 
and, as such, was responsib le  for supervising a l l  d i re c t - s e rv ic e  s t a f f  
members and in te g ra t in g  professional serv ices  fo r  each s tu d e n t 's  
Individualized Educational Plan. Although she frequen tly  in te rac ted
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with the s tuden ts  a t  the school, her d i re c t - s e rv ic e  a c t i v i t i e s  were 
minimal.
Instrumentation
Test o f  verbal knowledge. A behavior m odification t e s t  (see 
Appendix A) was designed by the researcher to  be administered to  the 
mediators both p r io r  to  and following t h e i r  behavior m odification 
t r a in in g .  The t e s t  consis ted  o f  fourteen hypothetical in s tru c t io n a l  
s i tu a t io n s ,  each of which was followed by a fo u r -a l te rn a t iv e  
m ultip le-cho ice  question. The t e s t  was designed to  evaluate  the verbal 
knowledge th a t  the mediators would acquire during t h e i r  t ra in in g  about 
the following behavior modification s k i l l s :  verbal prompts, physical 
prompts, reinforcement and ignoring. The instrument was f i e ld  te s te d  
with the  s t a f f  a t  the  nonpublic school, with app lican ts  fo r  various 
d i re c t - s e rv ic e  pos it ions  a t  the  school, and with two nonhandicapped high 
school s tu d en ts .  The s t a f f  a t  the  nonpublic school, which had been 
tra ined  in behavior modification p r in c ip le s  through in -se rv ic e s  and 
d i r e c t  superv is ion , scored 90% or b e t te r  on the t e s t .  S ta f f  members not 
y e t  t ra in ed  a t  the school in behavior m odification s k i l l s ,  the 
app lican ts  fo r  p o s it ions  a t  the school and the  two non-handicapped high 
school s tuden ts  scored 43-71%. These data suggested t h a t  the  t e s t  i s  a 
v a l id  measure of the verbal knowledge gained through t ra in in g  in 
behavior m odification .
Training t a s k . A c la s s i f ic a t io n  task  was designed co n s is t in g  o f  10 
exemplars from each of th ree  conceptual c a teg o r ie s .  The academic 
in s t ru c to r  had evaluated the preschoolers ' c l a s s i f i c a t io n  s k i l l s  and 
determined which ca tego ries  the  s tudents  were unable to  c la s s i fy
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c o r re c t ly .  As a r e s u l t ,  fo r  Trainees #1 and #2, the  ca teg o rie s  
represented were food, fu r n i tu re ,  and to y s ,  and fo r  Trainee #3, the 
c a teg o r ie s  represented  were f u r n i tu r e ,  to y s ,  and people. Each category 
exemplars were represented by a l in e  drawing on an 8-cm by 8-cm card . 
Trainees learned how to  s o r t  th e se  cards in to  th ree  b ins according to  
the conceptual category represen ted  by the  drawing. None o f  the  
t r a in e e s  performed b e t te r  than chance (33%) on t h i s  ta sk  when assessed 
by the  classroom teacher before t r a in in g  began.
Trainee genera liza tion  t a s k . Trainees were taugh t to  p o in t  to  the  
p a r t  o f  th e i r  body th a t  was named by the mediator. At l e a s t  th re e  body 
p a r ts  were id e n t i f ie d  fo r  each t r a in e e  based on a formal assessment by 
the schoo l 's  occupational th e r a p i s t .
Peer genera liza tion  t a s k . Peers #1 and #2 were taught a modified 
version  o f  "Stacking the  Deck" (Foxx and Martin, 1983), a board game 
th a t  helps s tudents  acquire verbal knowledge about what to  do in  a 
v a r ie ty  o f  socia l s i tu a t io n s .  The m odifications were e n t i r e ly  in  terms 
of what should be done when another person says something or otherwise 
behaves unacceptably. The po licy  o f  the  nonpublic school in  which the 
study was conducted was to  teach i t s  s tudents  to  ignore a l l  such 
behaviors.
A lte rna te  peer g en e ra l iz a t io n  t a s k . Mediator #3 was no t ab le  to  
read the  s i tu a t io n  cards o f  the  "Stacking the Deck" game, so he taught 
Peer #3 a s im i la r i t i e s  ta sk ,  in  which the  peer was taugh t to  say the  way 
in  which p a ir s  of l in e  drawings were s im ila r .  As with the 
c l a s s i f i c a t io n  task described above, drawings were presented on small 
c a rd s .  One p a ir  o f  cards was presented  a t  a time.
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Design
A m u ltip le  base line  design (Baer, Wolf, & R is ley , 1968; Herson & 
Barlow, 1976) across  mediators was used to  assess  the  m ed ia to r 's  
t ra in in g  in  terms o f  t h e i r  a cq u is i t io n  and g en era l iz a t io n  o f  behavior 
m odification  s k i l l s .  Behaviors of the  mediators were monitored 
continuously , during base lin e ,  t r a in in g ,  and g e n e ra l iz a t io n ,  making i t  
poss ib le  fo r  each mediator to  serve as h is /h e r  own c o n tro l .  The 
m ultip le  b ase line  design d ic ta ted  th a t  the  t r a in in g  program be 
introduced a t  a d i f f e r e n t  time fo r  each mediator in  o rder to  control fo r  
p o te n t ia l ly  in f lu e n t ia l  but extraneous v a r iab le s  th a t  might be 
c o rre la te d  with time.
Baseline data on Mediator # l ' s  attempts to  teach her t ra in e e  the 
c l a s s i f i c a t i o n  ta sk  and the body p a r ts  ta sk ,  and on her attempts to
teach her peer the  social s k i l l s  game were taken u n ti l  they were s ta b le .
At t h i s  time Mediator #1 was taugh t behavior m odifica tion  s k i l l s  by the
superv isor and continued attempting to  t r a in  her t r a in e e  in the
c l a s s i f i c a t io n  s k i l l .  Training continued u n t i l  Trainee #1 achieved 90% 
accuracy on the c l a s s i f i c a t io n  ta sk .  Once t h i s  c r i t e r io n  was achieved, 
Mediator #1 was asked to  teach her t r a in e e  to  po in t to  se lec ted  body 
p a r ts  and she was asked to  teach her peer the  social s k i l l s  game. She 
was given no in s t ru c t io n  or feedback during these  ta s k s .  This pattern  
of b a se lin e ,  in te rv e n t io n ,  and gen era l iza t io n  was e s s e n t ia l ly  the  same 
fo r  Mediators #2 and #3; however, the  s t a r t  o f  t h e i r  programs was 
staggered in tim e, so th a t  Mediator #2 began b a se l in e ,  in te rv e n t io n ,  and 
g e n e ra l iz a t io n  a f t e r  Mediator #1, and Mediator #3 began a f t e r  Mediator 
#2 .
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Procedures
General. All sessions in which the  mediator attempted to  in s t ru c t  
e i th e r  a t r a in e e  or a peer were held in the  same o f f ic e  a t  the  nonpublic 
school. Many of the sessions in which the  supervisor t ra in e d  the 
mediators were a lso  held in th i s  o f f ic e ,  bu t many o the rs  were held in 
various o ther o f f ic e s  and classrooms in  the school, on the grounds of 
the school, and o f f  campus. Sessions in which the  mediators attempted 
to  in s t ru c t  t h e i r  t ra in e e s  or th e i r  peers were videotaped. The 
supervisor was p resen t in the room during almost a l l  sess io n s ,  operated 
the video equipment, and to ld  the mediators when to  begin. A tim er was 
used th a t  to ld  the  mediators when to  stop in s t ru c t in g ,  bu t, a t  no time, 
did the superv isor in tervene to  prompt or give feedback to  the 
mediators. Although i t  was necessary during one o f  the sessions for the 
supervisor to  r e s t r a in  a t ra in ee  because o f  an a s s a u l t iv e  a c t ,  the 
supervisor was ty p ic a l ly  able to  conduct some of her du ties  as the 
school 's  program d ire c to r  during the session ( e . g . ,  prepare meeting 
agendas, respond to  memos, e t c . ) ,  and probably did not influence the 
proceedings g re a t ly .  There was no no ticeab le  d iffe rence  in the 
mediators ' o r  t r a in e e s '  behaviors on the  videotape when the supervisor 
was not p resen t.
Each o f the sessions in which mediators attempted to  teach th e i r  
t ra in e e s  o r  t h e i r  peers began with the superv isor and mediator going to  
the s tu d e n t 's  classroom to e sco r t  the s tudent to  the t ra in in g  room. The 
mediators were given primary re s p o n s ib i l i ty  fo r  t h i s  process as soon as 
possib le .  Trainees (or peers) were brought to  the t ra in in g  room and 
shown where to  s i t .  Training was designed to  take place a t  a tab le  with 
the mediator s i t t i n g  a t  one end and the t r a in e e  s i t t i n g  a t  one side and
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near the  m ediator. This proved successful with Mediator #1 and her 
t r a in e e ,  but Mediator #2 was unable to  su s ta in  h is  t r a in e e 's  a t te n t io n  
to  task  using t h i s  configura tion . After base line  sess io n s ,  Mediator #2 
suggested th a t  he would l ik e  to  have h is  t ra in e e  s i t  between him and the 
desk, thus making i t  d i f f i c u l t  fo r  him to  run from the  task  or s l id e  out 
o f  the c h a i r .  The s tra teg y  was adopted and was successfu l.  Mediator #3 
had s im ila r  t ro u b le  with h is  t r a in e e ,  so i t  was decided th a t  he would 
s i t  beside and s l ig h t ly  behind h is  t r a in e e ,  which a lso  proved to  be an 
e f fe c t iv e  s t r a te g y .
Once a session  was over, the mediator and tra in e e  would ty p ic a l ly  
spend a b r i e f ,  "fun" period with the superv iso r ,  tak ing  a walk, 
l i s te n in g  to  a s to ry ,  and so on. Supervisor and mediator would then 
e sc o r t  the t r a in e e  back to  h is /h e r  classroom. Mediator and supervisor 
would then meet to  enable the  supervisor to  give feedback concerning the 
m ed ia to r 's  performance.
Baseline procedures. Baseline measures ( r a te  of behavior p r io r  to  
the t ra in in g )  were obtained fo r  both t r a in in g  and g en era liza tion  ta sk s ,  
fo r  each mediator and t r a in e e .  During these  sess io n s ,  the mediator was 
in s tru c te d  to  a ttem pt to  teach the t r a in e e  a task  t h a t  was determined by 
the t r a in e e 's  classroom in s t ru c to r  as  not in the t r a in e e 's  re p e r to i re .  
Each b ase line  session  with th e  preschool t r a in e e s  la s te d  for th ree  
minutes. The length o f  baseline  sessions  with the mediators' peers did 
not depend on tim e. Those with Mediator #3 la s te d  as long as i t  took 
his  peer to  respond to  f i f te e n  d i f f e r e n t  s i m i l a r i t i e s ;  and those with 
Mediators #1 and #2 la s te d  as long as  i t  took th e i r  peers to  respond to 
twelve d i f f e r e n t  social s i tu a t io n s .
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Mediator t ra in in g  procedures. There were two phases o f  mediator 
t ra in in g  th a t  occurred a f t e r  base line  se ss io n s .  F i r s t ,  th e re  was 
t r a in in g  of the  mediators in behavior m odification procedures p r io r  to  
t h e i r  work with the t r a in e e s .  Second, the re  was t ra in in g  o f  the 
mediators following each of the  t r a in e e  t r a in in g  sess io n s .  The second 
phase involved much le s s  in tens ive  and extensive t ra in in g  than the 
f i r s t ,  and might be re fe rred  to  as " f in e  tun ing ."
In the f i r s t  phase o f  mediator t r a in in g ,  each o f  the mediators 
received from 5 to  9.5  hours o f  individual t r a in in g  from the  supervisor. 
This t ra in in g  was given p r io r  to  any fu r th e r  attem pts by the  mediators 
to  i n s t r u c t  the t r a in e e s .  Each mediator was t ra in e d  in how and under 
what conditions (a) to  adm inister simple verbal in s t ru c t io n s ,  (b) to  
d e l iv e r  reinforcem ent, (c) to  perform physical and co rrec t iv e  prompts, 
and (d) to  ignore. D irect in s t ru c t io n ,  ro le  p laying , ana lys is  of 
videotaped ro le  p lays, and p ra ise  and c o rre c t iv e  feedback statements 
were involved.
The general t r a in in g  procedures were as fo llows. A "model, lead , 
t e s t , "  format, used ex tensively  in d i r e c t  in s t ru c t io n  teaching (Becker, 
1986; Engelmann and Carnine, 1982) was used to  teach the mediator the  
behavior m odification procedures. This format consis ted  o f  f i r s t  
"modeling" the  c o r re c t  response to  the m ediator, followed by "leading" 
th e  mediator through the c o r re c t  response ( i . e . ,  both the  supervisor and 
mediator responded to g e th e r) ,  and f i n a l l y ,  " te s t in g "  the mediator by 
having him/her respond without a ss is tan c e  from the superv isor. Mediator 
#1, fo r  example, had special d i f f i c u l ty  in her voice level when 
d e live ring  p ra ise  s tatem ents . She had no troub le  saying statements 
l i k e ,  "good jo b ,"  " t e r r i f i c , "  "wonderful," and she knew to  p ra ise  only
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c o r re c t  responding. Her problem was a lack  of in f l e c t io n  in her voice 
so th a t  her statem ents of p ra ise  were not l ik e ly  to  be re in fo rc in g .  The 
supervisor "modeled" fo r  Mediator #1 a p ra ise  statem ent using a 
p o s i t iv e ly  r e f le c te d  voice, suggestive o f  a high level o f  p ra ise .  Next, 
the  superv iso r "led" her through p ra ise  statem ents using a p o s i t iv e ly  
in f le c te d  voice. F in a l ly ,  Mediator #1 made the  p o s i t iv e  statements 
using the p o s i t iv e ly  in f lec te d  voice by h e r s e l f  ( the  " t e s t " ) .
Role playing was a lso  an important in s tru c t io n a l  s t ra te g y .  The 
mediator p rac ticed  using the behavior m odifica tion  p r in c ip le s  with the 
supervisor and with o ther s t a f f  members a t  the school. The m ajority  o f  
"p rac tice  teaching" was devoted to  teaching c l a s s i f i c a t io n  s k i l l s ,  
because these  were the s k i l l s  th a t  the  mediators were to  teach to  th e i r  
t r a in e e s .  However, in keeping with general case programming concerns 
(Engelmann & Carnine, 1982), the mediators a lso  p rac ticed  teaching the 
superv isor and o th e r  s t a f f  members such s k i l l s  as puzzle construction , 
block bu ild ing , poin ting  to  p ic tu re s ,  playing b a l l ,  p icking up t r a s h ,  
and so on. During th i s  ro le  play tim e, th e  mediator received frequent 
feedback and guided p ra c t ic e .  Most o f  the ro le  play sessions were 
videotaped and reviewed with the  mediator.
C orrective  feedback and p ra ise  was another t r a in in g  procedure used 
with th e  m edia tors . During the  f i r s t  phase o f  t r a in in g ,  such co rrec t iv e  
feedback and p ra ise  statements were given frequen tly  before , during and 
following the  p ra c t ic e  sess ions . The attem pt was to  focus in on one 
sp ec if ic  behavior modification s tra teg y  fo r  e i th e r  p ra ise  or co rrec t iv e  
feedback a t  one time. There was a lso  more p ra ise  given than co rrec t iv e  
feedback. In Phase Two of t r a in in g ,  such c o rre c t iv e  feedback and p ra ise  
was given only a f t e r  each session was completed.
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The superv iso r taught the  behavior m odification procedures by 
build ing one upon one another. For example, the mediators were f i r s t  
taught how and when to  give p ra ise  s ta tem ents . Only a f t e r  the 
supervisor determined th a t  a mediator was firm in adm inistering p ra ise  
in an i s o la te d  s i tu a t io n  was the next s k i l l ,  c o rre c t iv e  prompting, 
introduced. Following the m ed ia to r 's  learn ing  how to  give c o r re c t iv e  
prompts, physical prompts were introduced, and so on. The mediator was 
taught to  "ignore" a f t e r  he/she gained success in teaching the  e n t i r e  
in s t ru c t io n a l  sequence to  the superv iso r .  The superv isor s e t  up many 
d i f f e r e n t  s i tu a t io n s  th a t  were appropria te  to  ignore, given the  mediator 
l o t s  o f  " ignoring" p ra c t ic e .  At t h i s  p o in t ,  additional s t a f f  members 
were introduced to  "act" as t ra in e es  fo r the  mediator. D iffe ren t tasks  
were a lso  introduced fo r  the  mediators to  p ra c t ic e  t h e i r  newly acquired 
behavior m odification s k i l l s .  Once i t  was determined th a t  the mediator 
e f f e c t iv e ly  used the f iv e  behavior m odifica tion  procedures in  teaching 
a t  l e a s t  th ree  d i f f e r e n t  s t a f f  members a t  l e a s t  th ree  d i f f e r e n t  ta sks  
(inc luding  c l a s s i f i c a t i o n ,  bu t excluding po in ting  to  body p a r t s ) ,  the 
f i r s t  phase o f  t ra in in g  was complete.
The length  o f  each session during th e  second phase o f  t r a in in g  was 
the same as i t  was during b a se lin e ,  th ree  minutes per sess ion . The 
tra in in g  sess ions  continued u n ti l  the t r a in e e  achieved a minimum score 
of 90% on a t  l e a s t  th ree  occasions on the  c l a s s i f i c a t io n  ta sk .
G eneralization  procedures. Once the  mediators were able to  evoke 
90% success from th e i r  t ra in e es  on the  c l a s s i f i c a t io n  ta sk ,  they were 
in s tru c ted  to  teach the second s k i l l  to  t h e i r  t ra in e e s  ( i . e . ,  to  po in t 
to  body p a r ts  upon req u e s t) .  The in s t ru c t io n a l  sessions la s te d  a to ta l
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of th re e  minutes. This phase was terminated when the  t r a in e e  pointed to 
a minimum o f  th ree  new botty p a r ts  on request.
Each mediator a lso  taught a peer e i th e r  the social s k i l l s  game or 
the id e n t i f ic a t io n  o f  s im i la r i t i e s  to  determine gen era l iza t io n  o f  the 
m ed ia to r 's  t r a in in g  to  h is  or her peers .  Sessions l a s t e d  as long as i t  
took to  complete one social s k i l l s  game, which requ ires  the tra in e e  to 
solve twelve socia l s i tu a t io n  problems, or they la s te d  long enough to  
complete one s e t  of s im i la r i ty  cards . This phase was determined to  be 
successful when the peers reached the  90X c r i t e r io n  on a t  l e a s t  th ree  
occasions on e i th e r  the social s k i l l s  game or the s im i l a r i t i e s  ta sk .
Dependent Measures
M ediators. From the  videotaped records of each b a se l in e ,  t ra in in g ,  
and g en e ra l iz a t io n  session , an a n a ly s is  was conducted of  the mediators ' 
use o f  behavior modification procedures and of the t r a in e e s '  responses. 
The an a ly s is  o f  m ediators ' behavior m odification p rac tice s  concentrated 
on f iv e  dependent measures, in s tru c t io n a l  prompts, c o r re c t iv e  prompts, 
physical prompts, reinforcement, and the completion o f  e n t i r e  
in s tru c tio n a l  sequences. Each o f  these  measures i s  defined below in 
terms o f  a fo u r -ce l l  matrix th a t  d e l in ea te s  (a) whether or not there  was 
an opportunity  to  perform the behavioral s k i l l  and (b) whether or not 
the s k i l l  was performed c o r re c t ly .  The special concern in t h i s  study i s  
in comparing one o f the four c e l l s  "opportun ity /co rrec t performance," 
ag a in s t  two o th e rs ,  "oppo rtu n ity / in co rrec t  performance" and 
"non-opportunity /correct performance."
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1. In s tru c t io n a l  prompts: Opportunities fo r  in s tru c t io n a l  prompts 
occurred when the m ate r ia ls  were appropria te ly  arrayed and the tra in e e  
was a t te n t iv e  to  the  m ediator, giving the  impression o f  a n t ic ip a t in g  the 
next d ire c t io n .  Other tra in e e  behaviors, including questions about the 
ta sk , were not regarded as opportun ities  fo r  in s tru c t io n a l  prompts so 
in s tru c t io n s  given a t  these times were scored as inappropria te . This 
was in keeping with the  model presented above which prescribed an 
in s tru c to r-d r iv en  lesson as opposed to  a s tuden t-driven  lesson . Given 
th a t  the re  was an opportunity  to  i n s t r u c t ,  the  mediators were scored as 
having given an in s tru c t io n a l  prompt c o r re c t ly  when they gave c le a r ,  
d i r e c t  and un in terrup ted  d irec t io n s  fo r  a response in  language th a t  the 
t ra in ee  could understand. For example, while p ro ffe r ing  one of the 
c l a s s i f i c a t io n  cards to  the  t r a in e e ,  the  mediator might say: "Put th is  
one in the r ig h t  group." After t ra in in g  had proceeded long enough so 
th a t  the mediator could be r e la t iv e ly  c e r ta in  th a t  the tra in e e  would 
place each card in  a bin , the  mediator was scored as having given a 
co rrec t  in s t ru c t io n a l  prompt i f  s /he merely p ro ffered  the card a t  an 
appropriate  time, because the verbal d irec t io n  was regarded as redundant 
a t  th i s  time. I t  was not necessary t h a t  the in s tru c t io n a l  prompt be 
successful in leading  to  c o r re c t  t ra in e e  behavior fo r  the prompt to  be 
scored as c o r re c t ly  given.
2. Corrective  prompts: Opportunities came fo r co rrec t iv e  prompts
e i th e r  when the  t r a in e e  made an in co rre c t  response, such as placing the 
card in the wrong b in , or when th ree  seconds passed without a t ra in e e  
response. A mediator was scored as having given a co rrec t iv e  prompt 
co rrec t ly  i f ,  a t  these  tim es, the tra in e e  was not o f f  task  and the 
mediator gave a verbal d irec t io n  th a t  was more sp e c if ic  than the
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In s tru c t io n a l  prompt concerning the  c o r re c t  t r a in e e  response. For 
example, mediators were scored as having given a c o r re c t iv e  prompt 
c o r re c t ly  i f  they sa id :  "Put i t  in  the  fu rn i tu re  group." Pointing to  
the c o rre c t  bin a t  t h i s  time would have been regarded as in c o rre c t  
because only verbal cues were allowed. Corrective prompts did not have 
to  be e f fe c t iv e  in generating the d es irab le  t ra in e e  response in  order to  
be regarded as c o r re c t .
The model d ic ta te s  th a t  o f f - ta sk  behavior on the p a r t  o f  the 
t r a in e e s  was to  be ignored. Another way of looking a t  such o f f - ta sk  
responding i s  th a t  i t  i s  a nonopportunity to prompt the t r a in e e 's  
c o r re c t  responding. Consequently, "ignoring" was no t scored as a 
separa te  category of mediator responding; r a th e r ,  i t  was evaluated as a 
special case o f  the fo u r -ce l l  m atrix  fo r  co rrec t iv e  prompting. Ignoring 
was recorded when the t r a in e e  was behaving inapp rop ria te ly  and the 
mediator gave n e i th e r  verbal nor physical a t te n t io n  to  the  t r a in e e .  At 
the same time, the mediator was to  adopt a posture d isp lay ing  readiness 
to  in te r a c t  with the t r a in e e  as soon as the  t r a in e e  was ready. The 
supervisor was to  in tervene i f  the  tra in e e  became p h ys ica lly  aggressive 
towards the mediator.
3. Physical prompts: According to  the  model, o p p o r tu n i t ie s  fo r  
physical prompts came a f t e r  one c o rre c t iv e  prompt, which e i th e r  
generated an in co rrec t  response or which was followed by a three-second 
period in which the t r a in e e  f a i l e d  to  respond. Included in  the  category 
o f  acceptable physical prompts were points  or g es tu re s ,  models o f  the 
c o r re c t  response, and a s s i s t s  in  making the  c o r re c t  response. The 
motivation fo r  physical prompts was to  ensure th a t  the t r a in e e  performed 
the  c o r re c t  response, even i f  i t  required an a s s i s t ;  consequently,
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physical prompts always ended In a c o r re c t  t r a in e e  response. This Is 
not to  say th a t  b ru te  fo rce  was allowed: I f  the  t ra in e e  r e s i s te d  the 
attempt by the  mediator to  provide an a s s i s t ,  th e  mediator was to  regard 
the t ra in e e  as o f f  task  and was to  ignore.
4 . Reinforcement: The occasion fo r  a p ra ise  statement was the 
c o r re c t  response o f  the t r a in e e .  In order to  have been c red ited  as 
having given a re in fo rc in g  sta tem ent, the  mediators must have responded 
within two seconds o f  the  t r a in e e 's  c o r re c t  response and must have made 
a sh o r t ,  p o s i t iv e  statem ent in  an in f le c t io n  c h a r a c te r i s t i c  o f  
excitement. A f l a t  "good" did not q u a l i fy .  However, "good" s ta te d  as 
though the mediator was genuinely pleased by the  performance was 
considered a c o r re c t  response. Notice th a t  p ra ise  statem ents were not 
a c tu a lly  te s te d  fo r  t h e i r  re in fo rc in g  e f fe c t iv en e ss  with the p a r t i c u la r  
t r a in e e s .  Ins tead , the superv isor r e l i e d  on the  recommendation o f  the 
t r a in e e s '  classroom teacher th a t  such statem ents  would be e f f e c t iv e .
5. In s tru c tio n a l sequences: To complete an in s t ru c t io n a l  sequence
as d ic ta te d  by the  model, mediators must have s ta r te d  each t r i a l  with an 
in s tru c t io n a l  prompt and they must have f in ish ed  the t r i a l  with a 
c o r re c t  response th a t  was p ra ised .  How they got from s t a r t  to  f in ish  
was assumed to  vary from t r i a l  to  t r i a l ,  bu t always i t  was necessary fo r  
the mediators to  follow one of th e  paths of the  model in  order to  be 
given c r e d i t  fo r  completing an in s t ru c t io n a l  sequence.
T ra inees . The t ra in e e  behaviors t h a t  were recorded each session 
included c o rre c t  and in c o rre c t  responses to  the ta sk ,  and inappropria te  
or d is ru p tiv e  behaviors. Task r e la te d  responses were recorded 
immediately a f t e r  each session ended, and these  were v a lida ted
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subsequently by the videotape a n a ly s is .  D isruptive behaviors were 
determined by analysis  o f  the v ideotape.
R e l ia b i l i ty
R e l ia b i l i ty  of ra t in g  the  mediator dependent measures was assessed 
by comparing the  ra t in g s  of the  in v e s t ig a to r  with those  o f  a second 
observer who viewed fourteen videotaped sess io n s .  This perm itted  an 
evalua tion  o f  r a t e r  r e l i a b i l i t y  on the  b as is  of 1000 r a t e r  decis ions .
The second r a t e r ' s  judgments were based on an understanding o f  the 
t r a in in g  and g en era liza tion  ta sk s ,  a f a m i l ia r i ty  with the  t r a in e e s ,  and 
the  in v e s t ig a to r 's  d e f in i t io n s  o f  the  dependent measures. However, the 
r a t e r  was not otherwise t ra in e d  to  r a te  the  v ideotapes. The sessions on 
which the r a t e r  agreement was evaluated were se lec ted  by s t r a t i f i e d  
random sampling, such th a t  sessions  dep icting  each o f  the  mediators in 
each o f  the t ra in in g  and te s t in g  conditions were rep resen ted .
R e l ia b i l i ty  fo r  each dependent measure within each session  was 
ca lcu la ted  by dividing the  number o f agreements by the  number of 
agreements p lus the number of disagreements, and m ultip ly ing  by 100.
This mean per cent agreement scores fo r  each o f the  f iv e  dependent 
measures were as follows: (a) reinforcement (based on 243 r a t in g s ) :  95%; 
(b) c o r re c t iv e  prompts (based on 77 r a t in g s ) :  91%; (c) physical prompts 
(based on 113 r a t in g s ) :  92%; (d) in s t ru c t io n a l  prompts (based on 282 
r a t in g s ) :  94%; and (e) in s tru c t io n a l  sequences (based on 285 ra t in g s ) :  
92%.
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Data Analysis
Data were derived from a coding of the videotapes fo r  each of the 
dependent measures, as described above. For each o f  the  measures, the 
number of c o r re c t  behavioral displays during a s in g le ,  three-minute 
session was then ca lcu la ted  as a percentage o f  the  number o f  
opportun it ies  to  d isp lay  the behavior.




The mediators' c o r rec t  use of each o f the four behavior m odification 
procedures { in struc tiona l prompts, c o rre c t iv e  prompts, physical prompts, 
and reinforcement) and th e i r  tendency to complete e n t i r e  in s tru c t io n a l  
sequences a re  given separa te  p resen ta tions  below. Data are  reported as 
a percentage o f  opportun it ies  to  perform each s k i l l ,  as defined 
previously . However, during some sessions  and fo r  some s k i l l s  
(e spec ia lly  physical prompts) th e re  were fewer than s ix  o p p o rtun it ies  in 
a session to  perform the s k i l l .  Data from these sessions  a re  charted  in 
the accompanying figu res  as open ch arac te rs  i f  there  was a t  l e a s t  one 
opportunity  to  perform the  s k i l l ,  and they are charted  as a hypen a t  the 
base line  i f  there  were no o p p o rtun it ies  to  perform the s k i l l .  In 
add it io n ,  these  data were not included in  ca lcu la t io n s  to  determine the 
mean percentages th a t  are  reported  below because the p o s s ib i l i ty  fo r 
measurement e r ro r  was f e l t  to  be too g re a t .  (The reader w ill note th a t  
the major outcomes of the  study would no t have been a f fe c ted  had these 
data been included.)
In s truc tiona l Prompts. In s tru c t io n a l  prompts were c l e a r ,  sp ec if ic  
d irec t io n s  fo r  a response. Figure 2 d isp lays  the data  fo r  in s tru c tio n a l  
prompts during b ase line , t ra in in g  and genera liza tion  sess io n s ,  
re sp ec tiv e ly ,  fo r  Mediator #1, #2, and #3. Mediator #1 f a i l e d  to  use
50
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in s tru c t io n a l  prompts e i th e r  in the t r a in in g  task  or in the 
t ra in e e -g en e ra l iz a t io n  task  during base lin e  sess ions . Following 
t r a in in g ,  however, she used in s tru c t io n a l  prompts a mean o f  87% of 
occasions in teaching the c l a s s i f i c a t io n  ta sk .  While teaching the  
tra in e e -g e n e ra l iz a t io n  ta sk ,  Mediator #1 used in s tru c t io n a l  prompts a 
mean o f 82% of occasions. With her peer , Mediator #1 used in s t ru c t io n a l  
prompts on 100% o f  occasions during b ase lin e  and, a f t e r  an i n i t i a l  drop 
during ear ly  gen era liza tio n  sess io n s ,  she re turned to  using 
in s t ru c t io n a l  prompts on 100% of the  occasions.
Mediator #2 used in s tru c tio n a l  prompts a mean of 66% of occasions 
in  the t r a in in g  ta sk  during base line  and increased to  a mean of 92% of 
occasions following t r a in in g .  He f a i le d  to  use in s tru c t io n a l  prompts in 
h is  attem pts during base line  to  teach the  t ra in e e -g en e ra l iz a t io n  ta sk ; 
however, during g en e ra l iz a t io n ,  he used in s tru c t io n a l  prompts on a mean 
o f 95% of occasions. With h is  peer , Mediator #2 used in s t ru c t io n a l  
prompts a mean o f 92% o f  occasions during base line  and 96% of occasions 
during g en e ra l iz a t io n .
Mediator #3 used in s tru c t io n a l  prompts a mean of 94% of occasions 
during base lin e  and 97% of occasions following t r a in in g .  He performed 
in s tru c tio n a l  prompts on 82% of occasions during base line  of the 
t ra in e e -g e n e ra l iz a t io n  task  and on 95% o f  occasions during 
g en era l iz a t io n .  With h is  peer, Mediator #3 performed in s tru c t io n a l  
prompts on 100% o f  occasions during base line  and on 98% of occasions 
during g en e ra l iz a t io n .
All th ree  mediators displayed c o n s is te n t  use o f  in s t ru c t io n a l  
prompts ( i . e . ,  92% to  100%) so long as they were teaching t h e i r  peers .
In add it io n ,  Mediator #3 a lso  used in s tru c t io n a l  prompts with h is
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b a se l in e ,  t r a in in g ,  and gen era l iza t io n  sess ions , fo r  Mediators #1, 
and #3 re sp ec tiv e ly .
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t r a in e e .  On t h i s  s k i l l ,  he apparently  had l i t t l e  to  learn  from the 
t ra in in g .
C orrective prompts. Corrective  prompts were verbal d ire c t io n s  th a t  
were more sp e c if ic  than the  in s tru c t io n a l  prompts concerning the  co rrec t  
t ra in ee  response. Figure 3 d isp lays  the data fo r  co rre c t iv e  prompts 
during b a se l in e ,  t ra in in g  and g enera liza tion  sess ions , re sp ec t iv e ly ,  for 
Mediators #1, #2, and #3. Mediator #1 used co rrec t iv e  prompts on a mean 
of only 8% o f  occasions during b ase line  on the  t ra in in g  task  and 
improved to  a mean o f  94% of occasions during t r a in in g .  On the 
t ra in e e -g en e ra l iz a t io n  ta sk ,  she f a i l e d  to  use co r re c t iv e  prompts during 
b ase line , but during g enera liza tion  she used co rrec t iv e  prompts on a 
mean o f  36% of occasions. With her peer, Mediator #1 used co rrec t iv e  
prompts on a mean of 29% occasions during baseline  and improved to  a 
mean o f  37% o f  occasions during gen era l iza t io n .
Mediator #2 used c o rrec t iv e  prompts on an average o f  4% of
occasions during baseline  o f the  t r a in in g  task  and improved to  a mean of
65% o f  occasions following t r a in in g .  On the tra in e e -g en e ra l iz a t io n  
ta sk ,  he f a i le d  to  use co rre c t iv e  prompts during b a se lin e ,  but during 
genera liza tion  he used c o rre c t iv e  prompts on a mean of 19% of occasions. 
With h is  peer , Mediator #2 used co rrec t iv e  prompts on a mean o f  37% of 
occasions during base line  and he improved to  a mean of 64% o f  occasions 
during g en era l iz a t io n .
Mediator #3 fa i le d  to  use co r re c t iv e  prompts during b ase lin e  o f  the
t ra in in g  ta sk ,  bu t following t r a in in g ,  he used c o rre c t iv e  prompts on a
mean of 95% of occasions. On the tra in ee -g en e ra l iz a t io n  ta sk ,  Mediator 
#3 f a i l e d  to  use co rrec t iv e  prompts during base line , bu t during 
genera liza tion  he used co rre c t iv e  prompts on 80% of occasions. With his
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Figure 3. Percent of c o r re c t  c o r re c t iv e  prompts during b a se lin e ,  
t ra in in g ,  and genera liza tion  sessions fo r  Mediators #1, #2, and #3 
re sp ec tiv e ly .
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peer, Mediator #3 used co rrec t iv e  prompts on a mean o f  97% of occasions 
during b a se l in e ,  and t h i s  tendency to  use c o r re c t iv e  prompts decreased 
to  a mean o f  71% o f  occasions during g e n e ra l iz a t io n .
In summary, the  tendency fo r  the mediators to  use co rrec t iv e  
prompts before t r a in in g  was s l i g h t .  Except fo r  Mediator #3, t h i s  was 
true  even when the  mediators were teaching t h e i r  peers .  Training 
improved t h e i r  s k i l l s  d ram atically  when the  c l a s s i f i c a t io n  task  is  
considered. The ga in s ,  however, were le s s  dramatic on the 
gen era l iza t io n  ta s k s ,  with Mediator #3 d isp lay ing  what appears to  be a 
decrease in h is  tendency to  use c o rrec t iv e  prompts with h is  peer.
Ignoring . Ignoring was a b r i e f  withdrawal o f  verbal and physical 
a t ten t io n  given to  a person. The ignoring data were evaluated as a 
special case o f  the fo u r -ce l l  m atrix  fo r  c o r re c t iv e  prompting and, as 
such, the data were a lso  reported under the  c o r re c t iv e  prompts category. 
There were a few extended periods o f  inappropria te  behaviors on the p a r t  
o f  the  t r a in e e s ,  sometimes la s t in g  the e n t i r e  three-minute sess ion .
These were counted as a s ing le  ignore , thus d e f la t in g  the percentage 
scores o f  the m ed ia to r 's  performance.
Mediator #1 had no opportun it ies  to  ignore her t ra in e e  during 
base line  sess io n s .  She d id , however, ignore her t r a i n e e ' s  inappropria te  
behaviors a mean o f  86% of occasions during t r a in in g  and g en era liza tion  
sess ions . The t r a i n e e ' s  inappropria te  behaviors included making faces ,  
ly ing on the t a b le ,  snapping her f in g e r s ,  and moving the ta b le .
Mediator #2 did not ignore his t r a in e e 's  inappropria te  behaviors 
during base lin e  s e s s io n s ,  but during t r a in in g  and g en e ra l iz a t io n ,  he 
ignored on a mean o f  80% of occasions. The superv isor needed to  
in tervene on one occasion when the t r a in e e  was h i t t i n g  Mediator #2 in
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the  face repea ted ly . The t r a i n e e ’s inappropria te  behaviors included 
playing with the card con ta iners  on h is  head, h i t t in g  and poking the 
m ediator, running around the  room, and y e l l in g .
Mediator #3 ignored h is  t r a i n e e ' s  inappropria te  behaviors a mean of 
76% o f  occasions during t r a in in g  and genera liza tion  se ss io n s .  The 
t r a in e e 's  inappropria te  behaviors included pounding on the  t a b le ,  asking 
i r r e le v a n t  questions , s ing ing , running around the  room, ly ing  h is  head 
down on the ta b le ,  and f a l l i n g  o f f  h is  c h a i r .
In summary, a l l  th ree  mediators ignored th e i r  t r a i n e e ' s  
inappropria te  behaviors on a t  l e a s t  75% of occasions a f t e r  t ra in in g  
ensued. They were a lso  able  to  give t h e i r  a t te n t io n  to  the  t r a in e e  as 
soon as the  tra in e e  demonstrated (by looking a t  the mediator and s i t t i n g  
approp ria te ly )  th a t  h/she was again ready to  learn  a f t e r  these 
inappropria te  episodes.
Physical prompts. Physical prompts modeled a c o r re c t  response 
and/or motored the  t r a in e e  through the  given ta sk .  Figure 4 d isp lays  
the data fo r  physical prompts during b ase lin e ,  t r a in in g ,  and 
gen era l iza t io n  sessons, re sp e c t iv e ly ,  fo r  Mediator #1, #2, and #3. Due 
to  the r e la t iv e ly  few occasions fo r  using physical prompts, percentages 
o f  c o r re c t  use were not c a lc u la te d  fo r  each session as with o the r  
measures. Ins tead , the following procedures were employed with each 
ta sk :  (a) a l l  base line  sessions  were collapsed to  derive one mean, (b) 
a l l  t r a in in g  sessions were co llapsed  to  derive the second mean, and (c) 
a l l  g en era l iz a t io n  sessions  were collapsed  to  derive a t h i r d  mean. This 
proved to  be s a t i s fa c to ry  fo r  a l l  ta sk s  except the peer gen era l iza t io n  
tasks  where there  were no occasions to  use physical prompts.
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Figure 4. Percent of c o r re c t  physical prompts during base lin e ,  
t r a in in g ,  and genera liza tion  se ss io n s ,  fo r  Mediators #1, #2, and #3 
re sp ec tiv e ly .
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Mediator #1 f a i le d  to  use physical prompts during base line  o f  the 
t ra in in g  ta sk .  Following t r a in in g ,  she used physical prompts on a mean 
o f  65% o f  occasions. While teaching the  t ra in e e -g en e ra l iz a t io n  ta sk ,  
Mediator #1 used physical prompts on a mean o f 3% of occasions during 
base line  and on a mean of 79% o f  occasions during g en era l iz a t io n .
Mediator #2 a lso  fa i le d  to  use physical prompts during b a se lin e  of 
the  t r a in in g  ta sk .  Following t r a in in g ,  however, he used physical 
prompts on a mean o f 84% of occasions. On the  t ra in e e -g en e ra l iz a t io n  
ta sk ,  Mediator #2 used physical prompts on a mean of 13% o f  occasions 
during b ase line  and on a mean of 82% o f  occasions during g e n e ra l iz a t io n .
Mediator #3 used physical prompts on a mean o f only 2% o f  occasions 
during base line  o f  the t ra in in g  task  and he improved to  a mean o f  99% of 
occasions following t r a in in g .  On th e  tra inee-genera l iz a t io n  ta sk ,  
Mediator #3 used physical prompts on a mean of 41% of occasions during 
base line  and on a mean of 72% of occasions during g en e ra l iz a t io n .
In summary, the data show th a t  th e  mediators did not use physical 
prompts before  t r a in in g ,  b u t ,  once t r a in e d ,  t h e i r  use o f  such prompts 
improved dram atica lly , even in teaching  the t ra in e e -g en e ra l iz a t io n  ta sk .
Reinforcement. Reinforcement was scored when the  mediator made a 
p ra is ing  remark a f t e r  the t ra in e e  made a c o r re c t  response. Figure 5 
d isp lays  the  data  fo r  reinforcement during b a se l in e ,  t r a in in g ,  and 
g enera liza tion  sess ions , re sp e c t iv e ly ,  fo r  Mediator #1, #2, and #3. 
Mediator #1 f a i l e d  to  use reinforcem ent a t  a l l  during the  th ree  baseline  
sessions in which she attempted to  teach the c l a s s i f i c a t io n  task  and the 
t ra in e e -g e n e ra l iz a t io n  task  to  her t r a in e e .  Following t r a in in g ,  
however, Mediator #1 re inforced  her t r a i n e e ' s  c o r re c t  responses on a 
mean of 94% of occasions. During the  peer g enera liza tion  task  b ase line ,
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Mediator #1 d id  not re in fo rce  her p e e r 's  c o r re c t  responses a t  a l l ;  
whereas during genera liza tion  se s s io n s ,  she re inforced  her p e e r 's  
c o r re c t  responses a mean o f 25% o f  occasions.
Mediator #2 re in fo rced  h is  t r a i n e e ' s  c o r re c t  c l a s s i f i c a t io n s  a mean 
of 41% o f  occasions during b ase l in e .  Following t r a in in g ,  the  t r a in e e 's  
c o r re c t  c l a s s i f i c a t io n s  were re in fo rced  by Mediator #2 on a mean o f 86% 
o f  occasions. Mediator #2 had no opp o rtu n i t ie s  to  use reinforcement 
during base line  o f  the t ra in e e -g en e ra l iz a t io n  task because h is  t ra in e e  
f a i le d  to  make a c o r re c t  response. However, during the  
t ra in e e -g en e ra l iz a t io n  t e s t ,  Mediator #2 re inforced  h is  t r a in e e 's  
c o r re c t  po in ting  to  named body p a r ts  a mean o f 87% o f  occasions. During 
genera liza tion  te s t in g ,  however, he re in fo rced  her c o r re c t  responses a 
mean of 64% o f  occasions.
Mediator #3 re inforced  h is  t r a i n e e ' s  c o r re c t  c l a s s i f i c a t io n  
responses on only 1% o f  occasions during base line  fo r  the  t ra in in g  bu t,
following t r a in in g ,  he re inforced  h is  t r a in e e 's  responses on a mean of
95% o f  occasions. On the  t ra in e e -g en e ra l iz a t io n  ta sk ,  Mediator #3 
re in forced  c o r re c t  po in ts  to  h is  t r a i n e e ' s  body p a r ts  on a mean o f  5% of 
occasions during base line  and on a mean o f  89% of occasions during 
g en e ra l iz a t io n .  Mediator #1 re in fo rced  h is  t r a in e e 's  c o r re c t  responses 
in  the  soc ia l  s k i l l s  game a mean o f 13% o f  occasions during base line  and 
a mean of 74% of occasions during g en era l iz a t io n .
In gen era l ,  the tendency fo r  mediators to  re in fo rce  c o r re c t  
responses by t h e i r  t ra in e e s  or by t h e i r  peers was s l i g h t  p r io r  to  
t r a in in g .  Following t r a in in g ,  the  tendency to  re in fo rce  c o r re c t  
responses increased s u b s ta n t ia l ly  and i t  was c o n s is te n t ly  d isplayed in 
both g en era l iz a t io n  t e s t s .
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Figure 5. Percent of c o r re c t  reinforcement during b ase l in e ,  
t r a in in g ,  and genera liza tion  sess io n s ,  fo r  Mediators #1, #2, and #3 
re sp ec tiv e ly .
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In s tru c tio n a l  Sequences. A c o r r e c t  in s tru c t io n a l  sequence must 
have followed the course of one o f  the  sequences described by th e  model, 
s t a r t in g  with an in s tru c t io n a l  prompt and ending with a c o r re c t  response 
th a t  was p ra ised .  Figure 6 d isp lays  the  data fo r  in s t ru c t io n a l  
sequences during ba se lin e ,  t r a in in g ,  and g en era liza tion  sess io n s ,  
re sp ec tiv e ly ,  fo r  Mediator #1, #2, and #3. Mediator #1 f a i le d  to  
complete any in s tru c t io n a l  sequences during base line  o f the  t r a in in g  
ta sk ;  however, following t r a in in g ,  she did complete such sequences on a 
mean o f 89% of occasions. Mediator #1 had no opportunity  to  complete an 
in s tru c t io n a l  sequence during base line  o f the  t ra in e e -g e n e ra l iz a t io n  
task  b u t ,  during the  t ra in e e -g en e ra l iz a t io n  t e s t in g ,  she completed a 
mean o f 71% of the  possib le  in s t ru c t io n a l  sequences. With her peer, 
Mediator #1 f a i l e d  to  complete any in s t ru c t io n a l  sequences.
Mediator #2 completed a mean o f 24% of possib le  in s t ru c t io n a l  
sequences during base line  of the  t r a in in g  ta sk .  However, a f t e r  
t r a in in g ,  he was able to  complete a mean of 76% of possib le  
in s t ru c t io n a l  sequences. During b ase l in e  o f  the  tra in e e -g e n e ra l iz a t io n  
ta sk ,  Mediator #2 f a i le d  to  complete any in s tru c t io n a l  sequences, but he 
did complete a mean of 61% of p o ss ib le  sequences during te s t in g  of 
t ra in e e -g e n e ra l iz a t io n .  With h is  peer , Mediator #2 completed a mean of 
17% of in s t ru c t io n a l  sequences during base line  and he completed 51% of 
such sequences during te s t in g  fo r  g en e ra l iz a t io n .
Mediator #3 completed in s t ru c t io n a l  sequences on a mean o f  only 1% 
of occasions during baseline  o f  the  t r a in in g  ta sk .  Following t r a in in g  
however, Mediator #3 completed a mean o f 91% o f  possib le  in s tru c t io n a l  
sequences. During baseline  o f  the t ra in e e -g e n e ra l iz a t io n  ta s k ,  he 
completed a mean of 6% o f possib le  in s t ru c t io n a l  sequences and during
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Figure 6. Percent o f  c o r re c t  in s t ru c t io n a l  sequences during b ase line , 
t r a in in g ,  and g en era liza tion  sessions  fo r  Mediators #1, #2, and #3 
re sp ec tiv e ly .
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g en era l iz a t io n  te s t in g  o f t h i s  ta s k ,  he completed 72% o f  possib le  
in s tru c t io n a l  sequences. With h is  peer , Mediator #3 completed 
in s tru c t io n a l  sequences on a mean of 13% o f  occasions during baseline  
and on 61% of occasions during g e n e ra l iz a t io n .
To summarize, a l l  t r a in e e s  showed subs tan tia l  improvement in t h e i r  
a b i l i t y  to  complete e n t i r e  in s tru c t io n a l  sequences with t r a in in g .  This 
s k i l l  a lso  generalized  to  the  t ra in e e -g en e ra l iz a t io n  ta sk  and to  the 
t ra in in g  o f t h e i r  peers.
Trainee Behaviors
Training t a s k . The percentage o f  possib le  c o r re c t  category 
responses fo r  each of the t r a in e e s  i s  shown in Figure 7. These data 
reveal th a t  the s k i l l s  acquired by the mediators enabled them to teach 
t h e i r  t r a in e e s  the designated s k i l l s .
During base line  se ss io n s ,  Trainee #1 fa i le d  to  perform the  ta s k ,  
Trainee #2 averaged 21% c o r re c t  responses and Trainee #3 averaged 33%.
A chance score on the c l a s s i f i c a t io n  task  is  33% i f  the cards are 
a c tu a l ly  placed in the c o n ta in e rs .  Mediator #1 was not successful in 
g e tt in g  her t ra in e e  to  perform th i s  aspec t o f  the ta sk ,  thus accounting 
fo r Trainee # l ' s  extremely low score . After the m ediators ' t r a in in g ,  
the  percentage o f c o r re c t  responding increased s u b s ta n t ia l ly  fo r  a l l  
th ree  t r a in e e s ,  and a l l  th ree  u l t im a te ly  scored 90% or b e t t e r  on the 
c l a s s i f i c a t io n  ta sk .
T rainee-genera liza tion  t a s k . An informal evaluation  on each o f the 
t r a i n e e 's  recep tive  knowledge o f t h e i r  body p a r ts  was administered by a 
re g is te red  occupational t h e r a p i s t  j u s t  p r io r  to  the s t a r t  o f  t h i s  study. 
As s ta te d  prev iously , i t  was the r e s u l t s  from th i s  assessment which
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Figure 7. Percent of c o r re c t  c l a s s i f i c a t io n  responses during 
base line  and mediator t r a in in g  fo r  Trainees #1, #2, and #3 re sp ec t iv e ly .


















































































































ission of the copyright ow
ner. 
F





generated a l i s t  o f  body p a r ts  each o f the  t ra in e e s  could not p o in t to  
on request .  Trainees #1 and #3 each learned  to  po in t to  th ree  body 
p a r ts .  Trainee #1 learned to  po in t to  her ank les , thumbs, and cheeks. 
Trainee #3 learned  to  po in t to  h is  ank les ,  l i p s ,  and cheeks. Trainee #2 
learned to  p o in t  to  f iv e  body p a r t s ,  Including h is  h a i r ,  f e e t ,  arms, 
f in g e rs ,  and le g s .  No t ra in in g  on body p a r t s  o ther than th a t  given by 
the mediators was conducted during the  s tudy . A r e t e s t  was administered 
by the same occupational th e ra p is t  3-1/2 months l a t e r  when the study was 
completed. The th e ra p i s t  found t h a t  Trainee #1 could po in t to  her 
ankles , thumbs, and cheeks; Trainee #3 could po in t to  h is  l ip s  and 
cheeks; and Trainee #2 could p o in t to  h is  h a i r ,  f e e t ,  arms, and f in g e rs .  
Only Trainee # 2 's  a b i l i t y  to  po in t to  h is  legs  and Trainee # 3 's  a b i l i t y  
to  p o in t to  h is  ankles fa i le d  to  appear on the  r e t e s t .
Peer g en e ra l iz a t io n  t a s k . The percentage of  possib le  c o r re c t  
responses fo r  each of the  peers i s  shown in  Figure 8. During the  social 
s k i l l s  b ase line  sess io n s ,  Peer #1 averaged 60% c o r re c t  answers and peer 
#2 averaged 48%. Following t r a in in g  of th e  m ediators , Peer #1 scored as 
high as 100%, and Peer #2 scored as high as 92%. Peer #3 was not taught 
the socia l s k i l l s  game. Instead , he was taugh t to  say what was s im ila r  
about two drawings o f  common o b je c ts .  During base line  Peer #3 averaged 
35% c o r re c t  answeres, and, following the m ed ia to r 's  t r a in in g ,  he scored 
as high as 94%.
Behavior M odification Pre- and P o s t - te s t
On the behavior modification p r e - /p o s t - t e s t ,  the scores o f  a l l  
th ree  mediators increased s u b s ta n t ia l ly .  Mediator #1 received a 
p r e - t e s t  score of s ix  c o r re c t  items (43%) and a p o s t - t e s t  score o f  13
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Figure 8. Percent of c o r re c t  socia l s k i l l s  responses during 
baseline  and g en era liza tion  fo r  Peers #1, #2, and percent o f  c o r re c t  
s im i l a r i t i e s  during baseline  and gen era liza tio n  fo r  Peer #3.
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c o r re c t  items (93%). Mediator #2 received a p r e - t e s t  score o f  four 
c o rre c t  items (28%) and a p o s t - te s t  score of e ig h t  c o r re c t  items (57%). 
Mediator #3 received a p r e - t e s t  score o f  th ree  c o r re c t  items (21%) and a 
p o s t - t e s t  score of nine c o rre c t  items (64%). Because the t e s t  was 
f o u r -a l te r n a t iv e ,  forced choice, a chance score would be 25%, ind ica ting  
th a t  Mediators #2 and #3 were scoring a t  about chance lev e ls  on the 
p r e - t e s t .  Further analysis  o f  the individual t e s t  items showed t h a t ,  of 
the to ta l  o f  12 items missed on the p o s t - t e s t  by a l l  m ediators, only one 
item had been answered c o rre c t ly  on the  p r e - t e s t .  This suggests th a t  
these p r e - t e s t  items were answered c o rre c t ly  because they were 
r e la t iv e ly  easy items as opposed to  being mere guesses.




Several d i f f e r e n t  groups have served as mediators in the  successful 
t ra in in g  o f  in d iv id u a ls  with mental handicaps (Screibman e t  a l . } 1983; 
Milne, 1986; Blew e t  a l . ,  1985), including in d iv idua ls  who themselves 
have mental handicaps (Hanger & S te rn l ic h t ,  1975; Craighead &
M ercatoris, 1973). One "handicapped" population not here to fore  s tudied  
co n s is ts  o f  adolescents  with learn ing  and behavioral problems. This 
group seemed e sp e c ia l ly  important to  attem pt to  t r a in  as mediators fo r  
several reasons in  add ition  to  extending the  previous work done in  th i s  
area to  a p a r t i c u la r ly  d i f f i c u l t  population . As argued above, the ro le  
of a mediator can be thought o f  as a complex s e t  o f  social s k i l l s ,  the 
s ign if icance  o f  which i s  th a t  adolescents  with learn ing  and behavioral 
handicaps are  known fo r  t h e i r  general lack o f  socia l s k i l l s  (Goldstein 
e t  a l . ,  1980; Walker e t  a l . ,  1983). A demonstration th a t  these 
adolescents could acquire the  s k i l l s  necessary to  teach would provide 
va lida tion  of social s k i l l s  t ra in in g  programs more generally  (Goldstein 
e t  a l . ,  1980; Walker e t  a l . ,  1983). Despite t h e i r  learn ing  and 
behavioral handicaps, these ind iv idua ls  have the  po ten tia l  to  become 
paren ts ,  a t  which time s k i l l s  in  behavior m odification should serve them
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w ell.  With such s k i l l s ,  they may a lso  be more read ily  employable, 
e sp ec ia l ly  in c e r ta in  in d u s tr ie s  l ik e  ch ild care .
In view of these  concerns, the  f i r s t  hypothesis held th a t  
adolescents with learn ing  and behavioral handicaps can be taught to  use 
behavior m odifica tion  procedures to  teach a simple s k i l l  ( i . e . ,  a 
c la s s i f i c a t io n  task) to  preschoolers with learn ing  and behavioral 
handicaps. The r e s u l t s  gave t h i s  hypothesis impressive support in  th a t  
the mediators showed su b s tan tia l  improvement from base lin e  on a l l  f ive  
behavior m odifica tion  measures during the  t r a in in g  ta s k .  The mediators 
were able to  provide the t ra in e e s  with in s tru c t io n a l  prompts when the 
t ra in e e s  were ready; they were able to  use c o rre c t iv e  prompts and 
physical prompts when necessary; they were able to  ignore inappropria te  
t ra in e e  behaviors; and they were able  to  p ra ise  c o r re c t  t ra in e e  
responses. In terms o f dependent measures commonly used to  evaluate  the 
t ra in in g  o f  mediators (Milne, 1986; Schreibman e t  a l . ,  1983), these 
handicapped adolescents  gave c le a r  evidence o f  being t ra in a b le  as 
mediators.
A review of av a i lab le  l i t e r a t u r e  revealed th a t  in the  few attempts 
t h a t  have been made to  t r a in  ind iv idua ls  with mental handicaps as 
mediators, there  have been no attempts to  have these  in d iv id u a ls  perform 
in  anything bu t l im ite d  ro le s  (Craighead & M ercatoris , 1973; Wagner & 
S te rn l ic h t ,  1975). Ins tead , ind iv idua ls  with handicaps have been asked 
to  perform is o la te d  s k i l l s ,  such as re in fo rc in g  app rop ria te  t ra in ee  
responses or observing tra in e e  performance. Consequently, another 
aspect o f  the  f i r s t  hypothesis was th a t  adolescents with mental and 
behavioral handicaps could perform the fu l l  s e t  o f  behavior modification 
procedures.
R e p ro d u c e d  with perm iss ion  of th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
77
The problem o f  what procedures co n s t i tu ted  " the fu l l  set"  was 
addressed in the development of a model depicting  how mediators should 
t r a in  t h e i r  t r a in e e s  to  perform the tasks  used in  the present 
in v es t ig a tio n  (see Figure 1). This model allowed fo r the d e f in i t io n  o f 
complete in s t ru c t io n a l  sequences, discussed e a r l i e r  as the  "co rrec t  
response loop," the "co rrec tive  prompt loop," and so on. The data from 
the p resen t in v es t ig a t io n  revealed th a t  the mediators were able to  
perform e n t i r e  in s tru c t io n a l  sequences once they were t ra in e d .  They 
were ab le  to  time t h e i r  behaviors app rop ria te ly  and they were able to 
perform e n t i r e  in s tru c tio n a l  sequences even when these became f a i r l y  
complex, involving the  "ignore loop" and the "physical prompt loop."
This is  a very complex s e t  of social s k i l l s  fo r  ind iv idua ls  known to  
have severe socia l s k i l l  d e f ic i t s  (Goldstein e t  a l . ,  1980; Schumaker e t  
a l . ,  1983). Further a t te s t in g  to t h e i r  s k i l l  was the behavior of the 
t r a in e e s ,  each o f  whom met c r i t e r io n  in the  c l a s s i f i c a t io n  s k i l l  which 
they could not perform before the mediators were t ra in e d .  As such, data 
from the  p resen t in v es t ig a tio n  were highly supportive o f  the  f i r s t  
hypothesis.
Hypothesis I I  and I I I
Previous researchers  have not evaluated the  ex ten t to  which 
mediator s k i l l s  acquired by ind iv idua ls  with handicaps t r a n s fe r  to  the 
tra in in g  of new tasks  or to  new tra in e e s  (Craighead & M ercatoris , 1973; 
Wagner & S te rn l ic h t ,  1975). Because the  socia l s k i l l s  o f  indiv iduals  
with mental handicaps are noteworthy fo r  t h e i r  r e la t iv e  lack of 
g e n e ra l iz a b i l l ty  (Hazel e t  a l . ,  1985; Schumaker & E l l i s ,  1982), an 
assessment o f  the ex ten t to  which such s k i l l s ,  i f  acquired by the
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presen t m edia tors , would genera lize  was seen to  be e s s e n t i a l .  Two of 
the  types o f  g enera liza tion  sp ec if ied  by Stokes and Baer (1977) were 
seen to  be e sp e c ia l ly  s ig n i f ic a n t  to  the  p resen t concerns. F i r s t ,  i t  
was important to  evaluate  whether the adolescents  could, without b en e f i t  
o f  any fu r th e r  t r a in in g ,  teach the  same preschoolers a second, somewhat 
d i f f e r e n t  s k i l l .  They would, thereby , d isp lay  evidence o f  task  
g en e ra l iz a t io n .
The data on th i s  t e s t  o f  g en era l iza t io n  across s k i l l s ,  in which the 
mediators taugh t the preschool t r a in e e s  to  poin t to  p a r ts  of t h e i r  
bodies as these  were named, provided su b s tan tia l  support fo r  the 
hypothesis. F i r s t ,  the t ra in e e s  learned  a l l  the ta rg e ted  body p a r ts  and 
re ta ined  what they had learned fo r  as long as four weeks, when they were 
r e te s te d  by the  sch o o l 's  occupational th e r a p is t .  More im portantly , the 
mediators showed c o n s is te n t  improvement from base line  to  genera liza tion  
t e s t  sessions  in  a l l  behavior m odification measures, including the 
completion o f  e n t i r e  in s tru c t io n a l  sequences. F in a l ly ,  a comparison of 
the d isp lay  o f  behavior m odification s k i l l s  during the  t ra in in g  task 
with the  d isp lay  during the g enera liza tion  task  revealed some 
gen era l iza t io n  decrement. This was e sp e c ia l ly  noted in the case of 
co rrec t iv e  prompts fo r Mediator #1 (94* compared to  36*) and fo r  
Mediator #2 (65* compared to  19*), and somewhat l e s s  so in the case of 
in s tru c t io n a l  sequences fo r  a l l  m ediators.
The th i r d  hypothesis was concerned with genera liza tion  across both 
s k i l l s  and t r a in e e s .  More s p e c i f ic a l ly ,  i t  was evaluated whether 
adolescents with learn ing  and behavioral handicaps can generalize  
behavior m odification procedures to  teach one o f  t h e i r  peers to  perform 
a s k i l l  d i f f e r e n t  from the  one they were taugh t to  teach to  th e i r
R e p ro d u c e d  with p e rm iss ion  of th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
79
preschool t r a in e e s .  Generalization to  peers has not been evaluated by 
any of the researchers  involved in mediator t r a in in g ,  and th i s  t e s t  was 
seen as e sp e c ia l ly  s ig n i f ic a n t  not only because i t  i s  a t e s t  o f  s k i l l  
g en era liza tio n ,  but a lso  because i t  i s  a t e s t  o f  the e x ten t  to  which 
social s k i l l s ,  more genera lly , might be expected to  generalize  to  the 
peer in te ra c t io n s  o f  these ado lescen ts .
The data revealed noteworthy improvement in a l l  the  behavior 
modification measures from baseline  to  peer g e n e ra l iz a t io n ,  including 
completion o f  in s tru c t io n a l  sequences. In s tru c tio n a l  prompts provided a 
notable exception. This s k i l l  was used a t  a r e la t iv e ly  high r a te  with 
the  peers even before t r a in in g ,  so g en era liza tion  was not possib le  to  
demonstrate. In ad d it io n ,  the peers a lso  learned to  perform the social 
s k i l l s  game th a t  they could not perform before the  mediators were 
t ra in e d .  F in a l ly ,  the  e x ten t  of genera liza tion  decrement with the peers 
was even g re a te r  than i t  was with the  preschool t r a in e e s .  This was 
esp ec ia lly  tru e  fo r  a l l  mediators in giving statements of p ra ise  and in 
completing in s tru c t io n a l  sequences.
Notwithstanding the observed g enera liza tion  decrement, the p resent 
findings a re  c le a r ly  in support of the  p resen t hypothesis. Indeed, 
adolescents with learn ing  and behavioral handicaps can be taught 
so p h is t ica ted  procedures of behavior m odificaion, and they can use th i s  
complex social s k i l l  e f fe c t iv e ly .  They can teach preschoolers with 
handicaps and they can teach th e i r  peers who, l ik e  them, have learning 
and behavioral handicaps. In t h i s  l a s t  re sp e c t ,  the present 
in v es t ig a t io n  extends previous research on the  tra in in g  and 
genera liza tion  o f  social s k i l l s  to  s i tu a t io n s  in which adolesents  with 
learn ing  and behavioral handicaps must a c t  in the ro le  o f  a teacher.
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Verbal S k i l l s  and Other Findings
In add ition  to  findings concerning the  p rinc ipa l dependent 
measures, th e re  was anecdotal and o th e r  evidence in  support o f  the 
hypothesis. The r e s u l t s  from the m ultip le-cho ice  t e s t  of knowledge 
about behavior m odification procedures showed a c o n s is te n t  Improvement 
fo r  a l l  m ediators. I t  i s  p oss ib le ,  o f  course , th a t  t h i s  r e s u l t  was due 
to  reg ress ion  to  the mean and does no t imply th a t  the  mediators became 
more knowledgeable. However, in keeping with the methods of Schreibman 
e t  a l . (1983), the in v e s t ig a to r  kept an anecdotal record of the  
statements and o ther actions  of the  mediators while they were in 
t r a in in g .  The record generally  supports the  conclusion th a t  the 
mediators ' verbal knowledge about behavioral procedures increased . For 
example, a f t e r  the  f i r s t  t ra in in g  session  with Mediator #1, who had 
special d i f f i c u l ty  acquiring a p o s i t iv e  in f le c t io n  in making p ra is in g  
comments, she sa id  to  the superv isor , "[Trainee #1] d id  much b e t t e r ,  she 
H kes the  p o s i t iv e  statem ents. Remember how I used to  d id n ' t  do them 
( s i c ) . "  I t  i s  a lso  noteworthy t h a t  some o f Mediator # 1 's behaviors 
changed during the study even though they were not d i r e c t ly  being 
t r a in e d .  From the  time Mediator #1 learned  she was going to  be a 
" teacher,"  her grooming improved d ram atica lly .  She s ta r te d  bathing 
r e g u la r ly ,  began wearing make-up, and began dressing  very n ic e ly ,  as she 
sa id , " l ik e  a teacher."
Mediator #2 a lso  became more knowledgeable about the s k i l l s  he was 
le a rn in g ,  fo r  in s tance , during the  t r a in in g  on how to  d e liv e r  p ra ise  
s ta tem ents , Mediator #2 commented, " th is  i s  so r ta  l ik e  t ra in in g  my dog,
I guess people are  so r ta  l ik e  animals. My dog l ik e s  i t  when I scratch  
him." Throughout the study, Mediator #2 would repeatedly s t a t e ,
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"[Trainee # 2 's ]  r e a l ly  learn ing  t h i s  s t u f f , "  and "[Trainee #2] h a s n ' t  
t r i e d  to  h i t  me or do as many bad th in g s ,  I guess ignoring works." 
F in a lly ,  Mediator #2 generated a p a r t i c u la r ly  e f fe c t iv e  plan a few 
sessions in to  th e  t ra in in g  when he was having g rea t  d i f f i c u l ty  g e tt in g  
h is  t r a in e e  to  s tay  s i t t i n g  a t  the t a b le .  Mediator #2 asked the 
superv isor, "Can I s i t  behind [Trainee#3] so he won't g e t  away from me?" 
Then, when teaching  h is  t ra in e e  to  p o in t to  h is  body p a r t s ,  Mediator #2 
decided on h is  own to  have h is  t ra in e e  s i t  in h is  lap during 
in s t ru c t io n ,  again so he would not run away from Mediator #2 l ik e  he had 
during b ase line  sess ions .
Mediator #3 displayed h is  new knowledge in s t i l l  o th e r  ways. He 
requested to  continue using the ta b le  and c h a irs  when he began teaching 
h is  t ra in e e  to  po in t to  various body p a r t s .  In a d d it io n ,  during 
gen era liza tio n  sessions  with h is  peer , Mediator #3 kept t rack  of the 
number o f  c o r re c t  and in co rre c t  responses made by h is  peer by pu tting  
the c o r re c ts  in  one p i le  and the in c o rre c ts  in another p i l e .  After a l l  
f i f te e n  cards were presented Mediator #3 would give feedback to  h is  
peer as to  how many he got " r ig h t"  and how many he got "wrong." Neither 
the supervisor nor h is  classroom teacher had taugh t Mediator #3 to  do 
th i s .
F in a l ly ,  i t  i s  a lso  noteworthy t h a t  both mediators and the t ra in e e s  
were eager to  come to  the sess ions . The mediators c o n s is te n t ly  a rr ived  
a t  the su p e rv iso r 's  o f f ic e  on time, and they wanted to  go ge t th e i r  
t ra in e e  as soon as p oss ib le .  The t r a in e e s  went w il l in g ly  and 
e n th u s ia s t ic a l ly  with th e i r  mediators. In f a c t ,  disappointment was 
evident when sessions  were cancelled  because e i th e r  the  mediator or the 
tra in e e  was absent or because the  supervisor had to  a ttend  a meeting.
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There was a lso  some anecdotal evidence con trary  to  the 
genera liza tion  o f the behavior modification s k i l l s  gained by the 
mediators. For example, in classroom s e t t in g s ,  both Mediators #2 and #3 
continued to  a ttend  q u ite  frequently  to  the inappropria te  behaviors of 
t h e i r  peers. The mediators would laugh or jo in  in with inappropria te  
behaviors o f  t h e i r  own. Instead of ignoring him, Mediator #1 punched a 
sm aller classmate who s ta red  a t  her once too o f te n .  Ignoring the 
inappropria te  behaviors o f  th e i r  peers has continued to  be d i f f i c u l t  fo r  
these  s tuden ts .  In ad d it io n ,  s ince the  study, Mediator #2 has returned 
to  a hospital s e t t in g  because of continued unacceptable behaviors a t  
home.
Implications fo r  Systematic Replication
Although the p resen t findings were c le a r  c u t  in t h e i r  demonstration 
th a t  adolescents  with learn ing  and behavioral handicaps can play an 
extensive ro le  as m ediators, several p e r t in en t  questions remain. 
Systematic re p l ic a t io n  o f  previous research i s  genera lly  taken to  be the 
way in which a science accures i t s  body o f fa c ts  (Herson & Barlow, 1976; 
Johnson & Pennypacker, 1980), and systematic r e p l ic a t io n  w ill  be needed 
to  answer the questions a r is in g  in the context of the  p resen t find ings. 
These questions f a l l  in to  th ree  general ca teg o r ie s :  (a) c h a ra c te r i s t ic s  
o f  the ind iv idua ls  who p a r t ic ip a ted  in the  p resent in v es t ig a t io n  as 
superv isor , m edia tors , and t ra in e e s ;  (b) a d e f in i t io n  o f  mediator 
t ra in in g  by the  superv isor; and (c) the general u t i l i t y  o f  in s tru c tio n a l  
models.
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C h arac te r is t ic s  o f  the P a r t i c ip a n ts . The p resen t inves t ig a t io n  was 
conducted in a nonpublic school fo r  s tuden ts  with learn ing  and 
behavioral problems th a t  employs a rigorous program o f  behavior 
management under the  immediate d ire c t io n  o f  the in v e s t ig a to r .  The 
school has a record of success in  providing academic, d a ily  l iv in g  and 
social s k i l l s  in s tru c t io n  fo r  i t s  adolescent and i t s  preschool s tuden ts ;  
hence, the very p a r t ic ip a t io n  o f  the  mediators and t ra in e e s  as s tudents 
in the school may have contributed  to  the success of the p resen t study 
in ways th a t  a re  d i f f i c u l t  to  eva lua te .  These fac to rs  are among those 
th a t  may be important concerning the c h a r a c te r i s t i c s  of the s tu d y 's  
p a r t ic ip a n ts .
Needing fu r th e r  in v es t iga tion  i s  an ana lys is  of the su p e rv iso r 's  
t r a in in g .  As Milne (1986) has argued, " c le a r  sp ec if ic a t io n s  of 
supervisor t r a in in g  and experience ( i . e . ,  t h e i r  re lev an t  learn ing  
h is to ry )  would b e . . .valuable to  our understanding o f  t ra in in g  outcomes" 
(p. 252). The p resen t supervisor had c re d e n t ia ls  in special education 
and in  counseling , but had received no formal t ra in in g  in  behavioral 
s t r a te g ie s  and techniques un ti l  her employment a t  the nonpublic school, 
approximately th ree  years before t h i s  study was begun. This i s  not to  
say th a t  the su p e rv iso r 's  p r io r  t r a in in g  was i r r e le v a n t  to  her t ra in in g  
of the  m edia tors , bu t not having t r a in in g  in  behavior m odification makes 
the search fo r  re lev an t va riab les  r a th e r  d i f f i c u l t .
Subsequent to  employment a t  the  nonpublic school, the  superv isor 
was tra ined  in  behavior management during regu la r  inserv ices  and in 
d i r e c t  supervision o f  teaching and counseling a c t i v i t i e s  by the schools ' 
d i r e c to r ,  a behavioral psychologist who had conducted research and 
tra in in g  in  app lied  s e t t in g s  fo r  a t  l e a s t  15 years  p r io r  to  t h i s
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In v e s t ig a t io n .  This desc r ip t io n  can not pass as a " c le a r  sp ec if ic a t io n "  
of the  su p e rv iso r 's  h is to ry  in M ilne 's  sense, but i t  does help to  
c l a r i f y  who might be ab le  to  opera te  successfu lly  as a superv iso r .  Ju s t  
as research over the p a s t  20 years  has ccme to  specify  who can 
success fu lly  a c t  as a m ediator, research  e f f o r t s  o f  the  next several 
years  might well be devoted to  who can a c t  in the ro le  o f  superv iso r .
Subsequent systematic r e p l ic a t io n  of  the  p resen t research  w ill  a lso 
be e s se n t ia l  to firming up the conclusion th a t  adolescents  with learn ing  
and behavioral handicaps can serve as mediators. All mediators had a 
h is to ry  o f  behavioral excesses and d e f i c i t s  th a t  allowed them to  be 
c l a s s i f i e d  as having learn ing  and behavioral handicaps. However, i t  i s  
an issue  whether they are  p ro to typ ica l of the adolescents who are given 
t h i s  c l a s s i f i c a t i o n .  A number o f  v a riab les  are  re le v an t  to  t h i s  
concern, including t h e i r  enrollment in a nonpublic school, which implies 
t h a t  the  adolescents had an extended h is to ry  of f a i l u r e  in  the  public 
school. Another fa c to r  i s  t h e i r  exposure to  a program of behavior 
management, which may have provided fo r  them a successful model o f  "how 
to  teach ,"  a t  l e a s t  once they were th r u s t  in to  the ro le  o f  teach e r .  
M itigating  a g a in s t  th i s  conclusion, o f  course, i s  t h a t  these  adolescents 
were not able to  teach success fu lly  during base line  con d it io n s .  S t i l l ,  
i t  might be th a t  they were able to  acquire the  behavior management 
s k i l l s  more read ily  once t r a in in g  began because th e i r  own classroom 
teachers  provided highly s k i l l e d  models fo r  them.
Training of the preschoolers by the adolescent mediators may also 
have been f a c i l i t a t e d  by the  level o f  fa m il ia r i ty  shared by these  two 
groups in th e i r  school program. Their classrooms are  s i tu a te d  in the 
same b u ild ing . (The elementary school students  are loca ted  elsewhere.)
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They r id e  the  same school busses to  and from school. And, even though 
the programs fo r  preschoolers and adolescents  a re  in d i f f e r e n t  p a r ts  o f  
the  b u ild in g , the  s tuden t know each o th e r  and, with a few exceptions , 
generally  respond to  each o ther in f r ie n d ly  ways. How these  fa c to rs  
influenced the  success o f  the  p resen t study can only be guessed without 
additional study o f the va riab les  t h a t  make up the h is to ry  o f  such 
preschoolers and adolescents  with re sp ec t  to  each o th e r .
Toward a d e f in i t io n  o f mediator t r a i n i n g . Several authors 
(Gladstone & Sherman, 1975; Keogel, e t  a . ,  1977; Milne, 1986; W einrott, 
1974) have ca l led  fo r  g rea te r  sp e c i f ic a t io n  o f  the  way in which 
mediators a re  t r a in e d .  A fter a l l ,  i t  i s  d i f f i c u l t  to  compare 
in v es t ig a t io n s  o f  the e f fe c ts  o f  mediator t r a in in g  i f  the  mediator 
t r a in in g  programs are  Inadequately defined . The attempt in  the  p resen t 
in v es t ig a t io n  was to  provide a d esc r ip t io n  o f mediator t r a in in g  t h a t  was 
s u f f i c i e n t  to  ch a rac te r iz e  the t r a in in g  program in general terms while 
allowing fo r  the  needs o f the individual m ediators . Because some groups 
of p o ten tia l  m edia to rs , l ik e  the ado lescen ts  with learn ing  and 
behavioral problems studied in t h i s  in v e s t ig a t io n ,  vary g re a t ly  in t h e i r  
needs and so p h is t i c a t io n ,  i t  may prove d i f f i c u l t  to  define  a t r a in in g  
program th a t  i s  s u i ta b le  fo r  a l l  m edia tors .
Another s e t  o f  concerns th a t  re q u ire s  g re a te r  d e f in i t io n  o f  
mediator t r a in in g  has to  do with the question of what works. Which of 
the various t r a in in g  techniques a re  necessary and which are  most 
e f fe c t iv e  in the  t r a in in g  o f ind iv idua ls  as behavior m odifiers? Would 
i t  have been enough to  have j u s t  used the  m od e l- lead -te s t  in s tru c t io n a l  
s t ra te g y ,  or was i t  necessary to  include ro le  playing? Was i t  e s s e n t ia l  
to  provide feedback following sess ions  in  which the  mediators a c tu a l ly
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t ra in e d  t h e i r  t ra in e e s  or might they have acquired the  necessary s k i l l s  
i f  l e f t  to  t h e i r  own devices following th e i r  i n i t i a l  t ra in in g ?  How 
important were the videotaped feedback sessions? An an a ly s is  of the 
t r a in in g  programs necessary to  teach indiv iduals  to  become mediators 
seems in o rd e r .  This ana lys is  w ill  requ ire  researchers  to  define th e i r  
t ra in in g  programs so t h a t  they lend themselves to  systematic 
r e p l ic a t io n .  Developing models o f  such programs may prove as  e f fe c t iv e  
in  t h i s  analys is  as i t  seems to  have in the  p resen t in v es t ig a t io n  with 
re sp ec t  to  how mediators should t r a in  t h e i r  t r a in e e s .
Developing models of how to  t r a i n . Previous resea rchers  have 
evaluated  the  e ffec t iv en ess  o f  t h e i r  mediator t r a in in g  programs in  terms 
o f  whether the mediators a c tu a l ly  used behavioral techniques in th e i r  
teaching  o f  the  t ra in e e s  ( in  keeping with the " l i s t  method" described 
above), and whether the  t ra in e e s  ac tu a l ly  learned the s k i l l  they were 
being taught (Gladstone & Sherman, 1975; Koegel e t  a l . ,  1977; Schreibman 
e t  a l . ,  1983). I t  i s  p o ss ib le ,  o f  course, t h a t ,  in the successful 
ca se s ,  the t ra in e e s  learned the  s k i l l s  being taught to  them fo r  reasons 
o the r  than the  mediators' use o f behavioral techniques.. Even though 
t h i s  does not seem to  be l i k e ly ,  no researcher ,  including the  present 
one, has invest iga ted  whether the  t ra in e e s  might have learned  because of 
mediator a c t i v i t i e s  no t s p e c i f ic a l ly  t ra in e d  o r no t genera lly  defined as 
behavioral s t r a t e g i e s .  Only system atic  re p l ic a t io n  o f  previous research 
t h a t  more c a re fu l ly  assesses  th e  a c t i v i t i e s  of mediators before and 
a f t e r  t h e i r  t ra in in g  w ill answer t h i s  question.
This problem was lessened in  the  p resen t in v e s t ig a t io n  because o f  
the  model th a t  was developed to  describe how the mediators should teach 
t h e i r  t ra in e e s  (see Figure 1 ) .  As the  mediators became p ro f ic ie n t  in
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t h e i r  completion o f  e n t i r e  In s truc tiona l sequences as spec if ied  by the 
model, not only did t h e i r  t ra in ees  learn  but the  mediators were doing 
l i t t l e  o ther than the  behavioral techniques sp ec if ied  by the model. 
Consequently, the  sp ec if ic a t io n  of teaching a c t i v i t i e s  by a model o f  how 
the  s k i l l  should be taught has the e f f e c t  o f  increasing  the v a l id i ty  o f  
a successful outcome.
The notion o f  an in s tru c tio n a l  sequence as defined by the present 
model i s  not e n t i r e ly  novel (Koegel e t  a l . ,  1977; Whalen & Henker,
1971), but previous researchers  have not used such a model to  guide the 
t ra in in g  o f  t h e i r  mediators o r  to  measure the  s k i l l  o f  t h e i r  mediators. 
As such, " in s tru c t io n a l  sequence" has not been used by o ther 
resea rchers0 as a dependent measure o f  mediator t r a in in g .  This measure 
appears to  have specia l value because i t  i s  a more v a lid  r e f le c t io n  of 
actual teaching p ra c t ice s  than, say, whether the  mediator uses 
co rrec t ive  prompts. Future in v es t ig a to rs  might improve upon present 
e f fo r t s  by developing models o f  o ther ways to  teach s k i l l s  and then 
comparing the r e l a t iv e  e ffec t iveness  and g e n e ra l iz a b i l i ty  of various 
teaching models.
One model o f  special s ign if icance  would d ep ic t  how a lesson should 
proceed. I t  might very well incorporate the  model developed in  t h i s  
invest iga tion  as th e  way in which a t r i a l - w i th in -a - le s s o n  should 
proceed, bu t,  in  ad d i t io n ,  i t  would specify  how the m edia tor 's  behavior 
should change over t r i a l s  as the t r a in e e 's  behavior changed. L as tly , i t  
seems c le a r  th a t  such a model i s  as app licab le  to  the t ra in in g  of 
mediators and supervisors  as i t  i s  to  t r a in e e s .  Their use in these 
l a t t e r  domains remains to  be te s ted .
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BEHAVIOR MODIFICATION PRE/POST ASSESSMENT
NAME: __________________________________
D A TE: _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _
1) Kathy i s  a new s tudent in the  preschool. She i s  4 y ea rs  o ld .  The
teacher  d i r e c ts  her to  pick up the  p ic tu re  on the  t a b le .  Kathy does
nothing. What should the teacher  do next?
A. Tell Kathy to  ge t moving.
B. Repeat the d ire c t io n  to  Kathy.
C. Tell Kathy th a t  i f  she d o e sn 't  do as she i s  to ld ,  she w ill
owe time.
D. Help Kathy pick up the  p ic tu re .
2) The teacher  asks Charles to  pick up the  ball and b ring  i t  to  her.  
Charles goes to  the ball and picks i t  up and then j u s t  looks a t  the 
te ac h e r .  What should the  teach e r  do?
A. Tell Charles he did no t follow the d i re c t io n .
B. Tell Charles "now bring  the  ba ll  to  me."
C. Go over to  Charles, take  the ball from him and t r y  again .
D. Ignore Charles u n ti l  he brings the b a l l .
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3) The teach e r  has asked Je s s ica  to  c lean  up her mess. J e ss ica  c a l l s
the  teacher  a b itch  as she begins to  clean up. Mhat should the
teacher do?
A. Punish Jess ica  fo r  not following d i re c t io n s .
B. The teacher should do nothing u n t i l  Jess ica  f in ish e s  
cleaning up.
C. Send Jess ica  to  the o f f ic e .
D. None of the above.
4) A s tuden t named Fred s t a r t s  to  cry  fo r  no good reason and says he 
does not want to  work. What should the teacher do?
A. Tell Fred th a t  he i s  j u s t  going to  be ignored.
B. Tell Fred he needs to  a c t  l ik e  a big boy and stop c ry ing .
C. Tell Fred he w ill owe time i f  he does not f in i sh  h is  work.
D. Ignore Fred u n t i l  he s tops  crying and then help him when he 
shows he is  ready.
5) The teacher asks Terry to  po in t to  h is  nose. Terry says "nose."
The teacher  says " t h a t ' s  r i g h t ,  p o in t to  your nose." Terry says
"nose" again . What should the teacher do?
A. Tell Terry to  p o in t to  h is  nose u n ti l  he does so .
B. Since Terry does not touch h is  nose she should begin the 
next ta sk .
C. Take T erry 's  f in g e r  and touch h is  nose with i t  while saying 
"po in t to  your nose."
D. P ra ise  Terry fo r  n ice ta lk in g .
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6) Amanda was being taught by the  teacher to  put the  p ic tu re s  in to  3
d i f f e r e n t  s tacks according to  t h e i r  category. Amanda put a p ic tu re
in the  wrong category. What should the teacher do?
A. Ignore the mistake.
B. Tell Amanda th a t  she i s  wrong and to  t ry  again .
C. Praise  Amanda fo r  t ry in g .
D. Tell Amanda " th a t  p ic tu re  belongs in t h i s  group."
7) Amanda picked up another p ic tu re  to  put in i t s  category. This time
she was c o r re c t .  What should the teacher do?
A. Tell Amanda " a t  l a s t ,  you got one r ig h t ."
B. Tell Amanda th a t  sh e 's  working so nice and hard and to  keep
up the good work.
C. Do not say anything.
D. Ask her i f  she l ik e s  doing th i s  ta sk .
8) The teacher asks Annie to put the p ic tu re  of a ba ll  with the
p ic tu re s  o f  the o ther toys . Annie l i e s  down on the  f lo o r  and s t a r t s
banging her arms and legs on the ground and c ry ing . What should the
teacher do?
A. Tell Annie th a t  the p ic tu re s  w ill have to  be put away i f  
she i s  not q u ie t .
B. Wait un til  Annie i s  q u ie t  and ready to work.
C. Talk to  Annie q u ie t ly  and t e l l  her not to  worry, th a t  you
w ill help her.
D. Tell Annie i f  she puts the p ic tu re  where you asked her to ,  
you w ill give her a s t ic k e r .
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9) The teacher  asks Mike to  put the  p ic tu re  of a horse in  the  s tack  
with the  o ther  animals. Mike does so. Mhat should the  teach e r  do?
A. Tell Mike, "good, you put the horse with the  o the r
animals."
B. Tell Mike, "good job ."
C. Give Mike a n ice p a t  on the back.
D. All of the above.
10) Alex in s tru c te d  his f r ien d ,  Max, to  group foods according to  the  
four basic  groups. Max d i d n ' t  know in which group to  put cheese. 
What should Alex do?
A. Tell him he i s  not t ry in g  very hard i f  he c a n ' t  f ig u re  out
in  which group cheese belongs.
B. The teacher should j u s t  go ahead and put i t  in the  c o r re c t  
group fo r  Max.
C. Tell him to  guess i f  he d o esn 't  know the r ig h t  answer.
D. Tell him cheese i s  a milk product.
11) Max s t i l l  i s  not sure where to  pu t cheese. He does not know which
group i s  the  milk products group. What should Alex do?
A. Poin t to  the group in which the  cheese belongs.
B. Tell Max h e 's  a c t in g  l i k e  a lazy s tuden t.
C. Repeat "cheese belongs under the  milk products ."
D. All o f  the above.
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12) The teacher in s t r u c t s  Pat to  put the p ic tu re  in  the  f i r s t  group.
Pat sees another s tuden t playing ba ll  ou ts ide  and says, "Look, Wendy 
i s  playing ba ll  with Cindy." What should the  teacher do?
A. Tell P a t,  "Yes, Cintty and Wendy a re  playing b a l l . "
B. Tell Pat he can play b a ll  a f t e r  he f in ish e s  h is  work.
C. Tell Pat th a t  he needs to  ignore the a c t i v i t i e s  ou ts ide  
s ince he c a n ' t  play ba ll  now.
D. None of the above.
13) The teacher asks Mary to  "come here ."  Mary runs across the  room 
away from the  teacher . What should the  teacher do?
A. Chase and catch Mary.
B. Tel1 Mary not to  run away from you.
C. Yell fo r  Mary to  "come back here now."
D. Wait fo r  Mary to  follow your d i r e c t io n ,  bu t make sure she 
i s  not somewhere where she could hurt h e r s e l f .
14) The teacher sees t h a t  another s tuden t i s  teas ing  Sara. Sara ignores 
the  student and continues doing her w rit ing  assignment. What should 
the  teacher do?
A. Tell the  s tuden t to  q u i t  bothering Sara.
B. Tell Sara to  t e l l  the  s tuden t to  stop bothering he r .
C. Tell Sara th a t  she i s  "working n ice ly ."
D. All o f  the  above.
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